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Abstract 
In the literature on reflection in teaching, authors frequently lament the lack of 
c1arity in understandings of this concept, despite its wide acceptance as a phenomenon 
beneficial to teaching and learning. This dissertation reports a study ofthis literature that 
attempts to c1arify the meaning of reflection and to establish a methodology for 
examining such a complex concept. Three analyses, each intended to explore the 
literature on reflection from a different perspective, comprise the study. The first is an 
analysis of the literature on reflection in three professional communities - continuing 
professional development, higher education and teacher education - to establish general 
themes in this literature. The second analysis examines definitions ofreflection from the 
three communities, focusing in particular on processes and rationales of reflection. The 
third analysis explores a variety of critiques of reflection to determine predominant 
epistemologies and recurring themes in the literature. The merging of the results ofthe 
three analyses leads to a framework for understanding reflection. This integrative 
framework highlights the importance ofunderlying epistemologies as the bases for 
different understandings of reflection and shows the intricate interrelationships among 
four major themes in the literature: the processes involved in reflection, the rationales 
behind it, the context in which it occurs, and its connection to action. The framework also 
points to the link between the self and the reflective context, the possibilities of reflection 
in-, on-, for-, and as-action, the unc1ear connection between the cognitive and affective 
processes and the movement from internaI to external rationales. The study contributes 
both conceptually and methodologically by making sense ofthe range ofways reflection 
has been understood and by providing a possible model for exploring a complex concept. 
It provides a consistent language for discussing reflection, demonstrates the complexities 
of the concept and the interrelationships of the themes contained in the literature, allows 
for the situating of individual works within the literature, increases understanding of the 
connection of reflection and action, and helps to position the concept of reflection within 
broader theories of cognition and social practice. 
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Résumé 
Les auteurs d'études sur la réflexion en pédagogie déplorent fréquemment le 
manque de clarté dans la compréhension de ce concept, bien que le phénomène soit 
considéré comme bénéfique à l'enseignement et à l'apprentissage. Ce mémoire présente 
une étude de cette littérature, le but étant de clarifier la signification du concept de 
réflexion, et d'établir une méthodologie permettant d'examiner un concept d'une telle 
complexité. Ce mémoire comprend trois analyses qui explorent, selon une perspective 
distincte, les écrits sur la réflexion. La première étudie les écrits sur la réflexion issus de 
trois communautés de pratique -la formation professionnelle continue, l'enseignement 
supérieur et la formation des enseignants - afin d'établir les thèmes généraux présents 
dans ces corpus. La deuxième examine la définition de la réflexion proposée par ces trois 
communautés et met notamment l'accent sur les processus et les fondements de la 
réflexion. La troisième explore diverses études critiques sur la réflexion pour en dégager 
les épistémologies prédominantes et les thèmes récurrents. La fusion des résultats de ces 
trois analyses permet d'établir un cadre de compréhension de la réflexion. Ce cadre 
intégré démontre l'importance des épistémologies sous-jacentes en tant qu'assises des 
diverses conceptions de la réflexion. Il montre également les interrelations étroites entre 
quatre grands thèmes dans la littérature: les processus de la réflexion, les raisonnements 
qui la sous-tendent, le contexte dans lequel elle se produit, et son rapport avec l'action. Il 
souligne enfin le lien entre le moi et le contexte réflexif, les possibilités de réflexion en 
action, sur l'action, pour l'action et en tant qu'action, le lien incertain entre les processus 
cognitif et affectif, et le transfert du raisonnement interne au raisonnement externe. 
L'exposé final porte sur la possibilité de situer la réflexion dans des théories plus 
générales de la cognition et de la pratique sociale et suggère des pistes de recherche. 
Cette étude offre donc, en définitive, une contribution à la fois conceptuelle et 
méthodologique en dégageant d'une part les liens logiques entre les différentes 
conceptions de la réflexion et en proposant un modèle susceptible d'être appliqué à 
l'exploration de concepts complexes. L'étude développe un langage uniforme pour 
discuter de la réflexion et les interrelations entre les thèmes contenu dans la littérature. 
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Chapter 1: Introduction to a study of the literature on reflection: A 
personal and professional quest 
The study of the literature on reflection in teaching reported in this dissertation 
has been influenced by my personal and professional situation over many years. As a 
teacher in public school, as a researcher, and as a university professor and teacher 
educator, 1 have acknowledged reflection as an important aspect ofmy career. 
As a high school teacher early in my professionallife, 1 recognized the need to 
think ahead about my teaching and to think back, after teaching, about my actions. Like 
most teachers, 1 knew how to learn from my failures and build on my successes. Without 
being completely conscious of it, 1 was, to a degree, reflective. 
However, it was not until 1 became a member of a research team considering the 
reflection of university professors about their teaching that 1 grappled with a formaI 
understanding of the concept. As the team put into place an empirical study of university 
professors and the ways they engage in reflection to improve their teaching, it became 
necessary to articulate a definition of reflection. Doing so meant confronting the 
widespread literature on reflection to gain an understanding of the concept. It became 
increasingly c1ear that establishing a single definition for reflection is difficult. The 
discussions among the members of the research team often focused on making sense of 
the range of meanings of reflection found in the literature and on coming to terms with a 
definition that would provide a basis for the study. 
At the same time, my professional existence as a teacher in higher education made 
me aware of myself as a reflective practitioner in development. The more 1 read about 
reflection, the more 1 wondered to what degree 1 put into practice the ideas about 
reflection contained in the literature. 1 wondered whether my thinking about my teaching 
improved my practice, or allowed me to challenge my assumptions, or ultimately 
benefited my students' learning. As my professionallife began to focus on teacher 
education within the context of a programme described as "reflective," the issues 
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surrounding the concept became more acutely significant to me. 1 became ever more 
concemed about formulating my own understanding of reflection so that 1 could help 
other teachers, both in higher education and at the pre-service schoollevel, to develop as 
reflective professionals. Of course this concem forced me to question the purpose and 
value of reflection. 
Because the two aspects of my professionallife - teaching and research -
encouraged it, and because 1 am by nature attracted to conceptual notions, 1 undertook a 
programme of reading about reflection to try to discem its meaning. As 1 read, 1 was 
struck by the scope of the literature on reflection and the diverse understandings of it 
contained therein. 1 realized that my notion of reflection probably represented a very 
limited and naïve theoretical understanding ofthe concept, and a predominantly uni-
dimensional view. It became a challenge to grasp the complex issues related to reflection 
and to make sense of the ways in which it has been perceived as 1 struggled for more 
acute understanding. It became necessary for me to think about the ways individual 
works on reflection fit into the bigger picture of the literature as a whole, the ways in 
which one author's ide as represented a connection to or a departure from other authors' 
ideas. The many comments in the literature on the lack of clarity of the concept of 
reflection highlighted the need for sorne kind of analysis that would elucidate the 
concept. 1 wanted to respond to the often repeated expression of a need for a clearer sense 
ofwhat is involved in reflection. 
The vastness of the literature on reflection presents a somewhat daunting 
challenge. In addition, the need to find a methodology for analyzing this literature is also 
a significant endeavour. 1 began to think about ways of tackling the literature that might 
lead to clarification of the concept. It became evident to me that no single view ofthe 
literature would allow for a profound enough understanding of the concept. 1 would need 
to approach the literature from different angles. 1 was struck in my reading by a 
comparison made between analyzing the concept ofteaching (also a loosely understood 
concept) and the examination of a painting (Green, 1968). Seeing the ways in which the 
colours of a painting at certain points blend and at other points remain distinct suggested 
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possibilities for examining the literature on reflection. 1 thought of Impressionist 
paintings, in which colours may sometimes flow into one another and at other times 
remain separate. It seemed to me that ide as about reflection might be the same -
sometimes overlapping, sometimes individually distinct. As other metaphors suggested 
themselves to me, 1 became involved in thinking about how to approach the literature on 
reflection. It might also be seen in the way one looks into a kaleidoscope, with a different 
pattern emerging as the observer shifts the lens. It might be seen as a stained glass 
window, in which the leaded parts link different colours and shapes, similar to the way 
different authors writing about reflection might link different aspects of the concept, or 
different aspects of the literature might have connections. Overall, 1 liked the idea of the 
colours of a painting blending at certain points; it became a central image in my attempt 
to stand back and gain a perspective on the literature on reflection. 1 realized that standing 
back and looking at a painting might result in a different sense of the blending of the 
colours depending on one's angle or the lens through which one looked. 
The study of the literature reported in this dissertation is therefore my attempt to 
view it in different ways, through different lenses and from different angles, in order to 
bring the picture of reflection into sharper relief and to show the blending and separation 
of the meanings of reflection. 
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Chapter 2: The problem and the research questions 
Approaching the literature on reflection highlighted two purposes critical to this 
study. Pirst, the study attempts to bring into c1earer focus the literature on reflection. A 
survey of this literature reveals considerable confusion in the different ways the concept 
of reflection is perceived. Individual authors provide a range of understandings about 
reflection and its importance for improving practice. Reflection, like many concepts in 
education, is many faceted. This study is an effort, therefore, to provide a framework 
showing the ways in which this literature can be understood. However, tackling the 
literature emphasized the need to develop a methodology for creating such a framework. 
A second purpose of the study is the development of a methodology for studying 
complex concepts. 
Rationale for this study 
The tenn reflection is widely used in education. The notion that practitioners 
reflect on their actions has become accepted as beneficial to practice. There has been, 
since the publication of Schon's (1983, 1987) work on reflective practitioners, a resulting 
focus in education on exploring the concept of reflection and researching the ways 
teachers improve through reflection. The widespread acceptance of reflection as an 
important aspect ofteaching (e.g. Richardson, 1990) suggests the need to understand 
fully what the concept means. 
However, it is evident from the literature that developing a complete 
understanding of the concept is problematic. The wide range of perspectives on what 
reflection is and how it functions has resulted in a literature that hinders complete 
understanding of the nature of reflection. An exploration of this literature reveals 
problems related to the c1arity ofthe discussions about reflection and the multi-layered 
understandings of the concept that have evolved over the past twenty years or more. A 
number of questions arise from a survey of the literature. What does reflection in 
teaching mean? Does effective reflective practice imply learning? What makes people 
understand reflection so differently? These are questions that might be answered by 
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understanding the nature of reflection more profoundly. Because the literature on 
reflection is the source ofthe ideas ofboth practitioners and researchers, a study ofwhat 
it contains and how the ide as within it diverge or converge has promise for both. First, it 
is important to appreciate the specifie problems associated with this literature. 
Aspects of the problem 
Even a cursory survey of the literature on reflection reveals difficulties in 
understanding the concept. The problems noted are related to the meanings attributed to 
the term reflection and the diversity ofterms and language used to describe it, the 
abundance of definitions of reflection that exist, and the complexity of the issues raised in 
recent criticisms of reflection. These problems are explored in the following sections. 
Imprecision in the termin%gy re/ated to reffection 
The problem of the imprecise meaning of the term reflection has been widely 
recognized in the various areas of the literature in education, from the beginning of the 
surge in interest in reflective practice in the mid-eighties to the most recent discussions. 
Examples of dissatisfaction with the term occur throughout the literature. 
In the teacher education literature, the problem is frequently stated. Noordhoff 
and Kleinfeld (1990), for instance, call the term reflection "vague and ambiguous," 
particularly because it has so many common sense meanings (p. 167). Valli (1990) notes 
that the term reflective practice is "deceptive," because it refers to many different 
approaches. In her words, "reflective practice is not singular" (p. 54). Hatton and Smith 
(1995) state that terms such as reflection and critical reflection are "often ill-defined, and 
have been used rather loosely to embrace a wide range of concepts and strategies" (p. 
33). Kompf and Bond (1995) are critical ofthe use of the term rejlection to describe 
many mental activities which may be quite different. The problem surfaces in other areas 
of the literature as well. In the adult education literature, Knight (1996) also points to the 
problems of implementing reflective practice due to misunderstandings of the concept. 
Moon (1999), who discusses reflection in the context ofleaming in continuing 
5 
professional development, suggests there are problems with the vocabulary ofreflection; 
it may be "overly extensive or not extensive enough," as many terms such as thinking, 
inquiry, and reflective judgment are used synonymously with reflection (p. viii). 
Rodgers (2002a) sums up the problem with the term: the lack of a clear sense of 
its meaning, as "practitioners find themselves using terms that are common but hold 
different meanings or are different but have overlapping meanings." She suggests that 
"reflection has suffered from a loss of meaning. In becoming everything to everybody, it 
has lost its ability to be seen" (p. 843). It is evident that the confusion generated by the 
term reflection persists, as even these recent discussions refer to it. 
A further complication lies in the language used to describe reflection in much of 
the literature. It is interesting to note that in one article reflection is referred to as a 
"linguistic event" (Cinnamond and Zimpher, 1990, p. 64), perhaps suggesting the close 
relationship between reflection and language. Certainly the discussions ofreflection take 
on a linguistic dimension that is troubling. It is easy to notice how frequently the terms 
related to reflection change in the literature. At times, it appears that the same terms are 
used in the same way; at other times the meanings of the terms are clouded or nuanced in 
a way that causes confusion. Examples are easy to find. 
A survey ofworks on reflection tums up a number ofwords that are used, 
apparently interchangeably, with the word reflection itself. But close examination reveals 
that these words take on shades of meaning that differ from the meaning of reflection in 
certain respects. So the terms selfassessment (Brodkey, 1993), deliberation (Court, 
1998), deliberative learning (Eraut, 2000), metacognition (Tomlinson, 1999a, 1999b), 
reflectivejudgement (King and Kitchener, 1994), selfevaluation (Shepel, 1990), and 
critical selfreflection of assumptions (Mezirow, 1998) are alllinked to reflection. 
Brookfield (1995) uses the term critical reflection as well, explaining that it is part ofa 
larger notion of reflection; his understanding of critical reflection is that it involves the 
questioning of assumptions. However, whether this critical reflection is the same as that 
ofMezirow is undetermined in the literature. While it is true that sorne authors (e.g. 
Court, 1998; Mezirow, 1998) are at pains to explain the difference between a term such 
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as deliberation or critical reflection and reflection itself, the shades of meaning across 
terms are often subtle and difficult to grasp. 
Both Tremmel (1993) and Van Manen (1991) use the term mindfulness in 
connection with reflection. Tremmel, however, is connecting his ide a about reflection to 
princip les of Zen philosophy, while Van Manen is considering the term in light of 
immediate reflective action. He makes a distinction between reflection and mindfulness 
or thoughtful action, which "differs from reflective action in that it is thinkingly attentive 
to what it does without reflectively distancing itself from the situation by considering 
experimenting with possible alternatives and consequences of the action." He goes on to 
suggest that mindfulness is "living the pedagogical moment" (p. 516). Examining this 
perspective meanS coming to terms with the meanings of terms such as reflection, 
mindfulness, and thinking, and recognizing their subtle differences in meaning. 
Houston and Clift (1990), in a discussion about research needed on reflection, 
make the point that in education there is a tendency to use terms imprecisely. Rodgers 
(2002b) makes the case for clearer language in educational analysis in general. Her 
comment is quite appropriate to the literature on reflection and reflective practice: 
Unveiling the nuances of the words and concepts we use to talk about 
teaching and leaming is as important as revealing the nature of teaching 
and learning themselves. If there is as yet no common language across 
education, there does need to be a common language within a community 
of inquiry. (p. 246) 
Although it may be possible to merge sorne of the terms used to describe 
reflection into a more comprehensible form, the divergence in terminology remains 
troubling. Those who seek to understand reflection are faced with a confusing diversity in 
terms across the literature. While the purpose of this study is not to draw fine distinctions 
across the meanings of these different terms, awareness of this problematic aspect of the 
literature is important in developing an understanding of the concept. 
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Definitions of reflection 
A second problem in the literature relates to the defining of reflection. Definitions 
of reflection and reflective practice can be found in abundance across the literature on 
adult education, continuing professional development, teacher education and higher 
education. However, these definitions frequently take a particular focus which may 
sometimes be linked to the area of the literature they represent; they c1early also involve 
the use of similar terms in somewhat divergent ways. Many authors, for example, draw 
on the definition ofBoud, Keogh and Walker (1985), who call reflection a "response of 
the leamer to experience" (p. 18), and so the term experience recurs in a number of 
definitions which rely on their thinking. Others do not focus so much on experience, but 
place importance on values and emotions as part of reflection. Still others put the 
emphasis on aspects ofthe process ofreflection. Looking at the examples of definitions 
from different areas points to the variety of approaches found in the literature on 
reflection. 
In the teacher education literature several definitions reveal the variations. Lyons 
(1998) proposes the following definition: "Reflection in teaching is a process that takes 
place over long periods of time in which connections, long strands of connections, are 
made between one's values, purposes, and actions towards engaging students 
successfully in their own meaningfullearning" (p. 126). She sees the integration of 
values, purposes and actions as central to reflection. Conway (2001) takes a different 
approach, a temporal one: "Looking back in the reflective sense is about gaining sorne 
reflective distance to understand better the meaning oflived experience, one's 
relationship within and to the world. Reflection is not only about taking the long view 
backward in time, but also ... about looking forward to the horizon" (p. 90). For Conway, 
reflection centres on experience, both past and future. Jay and Johnson (2002) are aware 
of the difficulty of formulating a definition for such a complex concept. They construct 
the following lengthy and comprehensive definition as a foundation for their teacher 
education programme: 
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Reflection is a process, both individual and collaborative, involving 
experience and uncertainty. It is comprised of identifying questions and 
key elements of a matter that has emerged as significant, and then taking 
one's thoughts into dialogue with oneself and with others. One evaluates 
insights gained from that process with reference to: (1) additional 
perspectives, (2) one's own values, experiences and beliefs, and (3) the 
larger context within which the questions are raised. Through reflection, 
one reaches new-found clarity, on which one bases changes in action or 
disposition. New questions naturally arise, and the process spirals onward. 
(p. 76) 
This all-encompassing definition attempts to capture the complexity ofreflection 
and its multi-faceted nature. It includes reference to many aspects ofreflection: the focus 
(a significant matter), the self and others (individual and collaborative), the process 
(identifying questions and key elements), values and beliefs and experience, the reflective 
context, and the possible results. Ifthere is this much involved in understanding 
reflection, getting a grasp on the wide ranging literature becomes a challenge. 
Rodgers (2002a), summarizing the ideas of John Dewey about reflection, phrases 
her definition this way, with an emphasis on the connection between theory and practice: 
Reflection is not an end in itselfbut a tool or vehicle used in the 
transformation of raw experience into meaning-filled theory that is 
grounded in experience, informed by existing theory, and serves the larger 
purpose of the moral growth of the individual and society. It is an 
iterative, forward-moving spiral from practice to theory and theory to 
practice. (p. 861) 
She has added another dimension to understanding reflection: its importance for 
connecting theory and practice. 
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In the continuing professional development literature, an awareness of the 
problems in the wide ranging definitions is evident. Atkins and Murphy (1993), for 
example, in their review of the literature on reflection, note that sorne authors include the 
"self' as part of the definition, while others do not (p. 1189). Recognizing the common 
sense aspect ofreflection, Moon (1999) suggests that problems arise when the concept of 
reflection must be articulated in a formaI way. She also makes a statement about the 
emphasis on varying features of reflection in the definitions, a practice that leads to lack 
of clarity. She formulates another definition: "reflection seems to be a form of mental 
processing with a purpose and/or an anticipated outcome that is applied to relatively 
complicated or unstructured ideas for which there is not an obvious solution" (p. 98). Her 
definition seems to focus on cognitive processes, purposes and outcomes of reflection, as 
well as problem solving. 
In the higher education literature there is a similar diversity in the definitions. 
Brockbank and McGill (1998) provide a two-fold definition ofreflection as it relates to 
leaming, introducing the idea of critical reflection as somewhat different from other 
reflection: 
First as a process by which experience is brought into consideration and 
secondly, deriving from the first, the creation of meaning and 
conceptualization from experience and the capacity to look at things as 
potentially other than they appear, the latter part embodying the idea of 
critical reflection. (p. 84) 
McAlpine, Weston, Beauchamp, Wiseman & Beauchamp (1999b) refer to reflection as "a 
mechanism for tuming experience into knowledge" (p. 116), a definition which agrees 
generally with the previous one. 
The range of emphases is broad. A quick survey of the definitions of reflection 
provided by the authors noted above makes clear that for sorne, experience must be 
mentioned; for others, the tendency is to highlight reflection as a form of thinking; for 
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still others, values are crucial; for another group, the timing of reflection provides a focus 
for defining it. 
Definitions drawn from three areas of the literature reveal the problem of 
diversity. How, then, is the concept ofreflection to be grasped? Which are the important 
aspects? 1s it useful to formulate a single definition of reflection that satisfies the various 
perspectives? How can a single work on reflection be understood within this range of 
perspectives in the literature? The variations in definition link to the previously described 
problem of the language used to discuss reflection to demonstrate that the literature 
requires careful study. 
Recent controversial issues in the discussion of reflection 
Recent literature on reflection raises controversial issues that stem from the 
thinking about reflection as it has developed over the past twenty years or more. A 
number of authors (e.g. Bleakley, 1999; Fendler, 2003; Parker, 1997) have provided 
critiques of previous works on reflection which indicate a need for c1arifying the concept, 
as they note obvious discrepancies in the discussions. The issues raised as problematic 
coyer a range of aspects from the diversity of epistemological foundations of various 
perspectives on reflection to the varied purposes articulated for reflection. Sorne of this 
recent literature questions the value placed on reflection, and sorne explores whether 
reflection continues to be a useful concept. Such discussions reveal dissatisfaction with 
the ways in which reflection is perceived and the many outcomes attributed to it, and also 
raise questions about the lack of a coherent understanding of the concept. 
Fendler (2003) adequately demonstrates the breadth ofunderstandings about the 
purposes of reflection when she points to the complex meanings and assumptions 
attributed to it. Her statement below confirms the prevailing uneasiness about the way the 
concept is discussed in the literature. The final sentence highlights the problems that 
result from the lack of c1arity about reflection: 
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Today's discourse ofreflection incorporates an array ofmeanings: a 
demonstration of self-consciousness, a scientific approach to planning for 
the future, a tacit and intuitive understanding of practice, a discipline to 
become more professional, a way to tap into one's authentic inner voice, a 
means to bec orne a more effective teacher, and a strategy to redress 
injustices in society. It is no wonder then that current research and 
practices relating to reflection tend to embody mixed messages and 
confusing agendas. (p. 20) 
Generally, however, the critiques maintain a view that reflection is important, 
even though they are consistent in reiterating the problem of confusing discourse. There 
is much agreement that reflection is valuable to teaching. Russell (2005) reaffirms the 
ide a that teacher educators continue to consider reflection a predominant element in their 
practice, but also notes that because ofunclear understandings ofwhat reflective practice 
actually is, there is a corresponding lack ofunderstanding about how to teach it. These 
many criticisms point to the need for a rethinking of what reflection means and how it 
plays a role in helping practitioners articulate and challenge the knowledge, beliefs and 
values that form their practice. The understandings about reflection that arise from these 
recent discussions raise important questions about the way the concept is discussed in the 
literature in education, and calI into question sorne of the assumptions contained in the 
discussion. The controversies noted here, along with the problems ofunclear terminology 
and wide-ranging definitions, require sorne attention if reflection is to be better 
understood. 
Research questions addressed in this study 
The previous discussion outlines sorne of the problems that present themselves to 
anyone reading the literature on reflection. A clarification of the ways reflection is 
conceived across the literature would provide a basis for resolving sorne of the 
controversy. Clearly those reading works on reflection would benefit from a structure that 
allowed them to make sense of individual works on reflection within the broader scope of 
the literature that deals with it. A framework for displaying the elements critical to an 
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understanding of the literature on reflection could provide this necessary structure. 
Furthennore, providing such a framework could move the discussion on reflection toward 
a more coherent view of the place it holds within broader theories ofknowledge and 
cognition. 
As a way of exploring the issues related to the literature on reflection as they have 
been described here, this study will address a series of related research questions. The 
overarching question is the following: 
1. What framework might be developed from the literature on reflection to facilitate 
understanding of the concept of reflection? 
In undertaking the task outlined in the previous question, the necessity for 
considering ways to analyze the literature on reflection became critical. As the 
study progressed, it became clear that not only were questions related to the 
literature on reflection being addressed, but issues related to a study of a body of 
literature became central. The body of literature was far reaching, but the complex 
nature of the concept also presented a challenge. Developing a model for 
analyzing the literature on such a concept became one of the goals of the study. In 
that regard, a second research question was addressed: 
2. What methodological model might be developed for the study of the literature of a 
complex concept? 
Responding to the second question caused three sub-questions to become important. In 
fact, these three sub-questions became the guiding focus of the method: 
2a. What similarities and differences in conceptions of reflection are revealed in 
the literatures of the professional communities that discuss it? 
2b. What do different definitions of reflection found in the literature tell us about 
the variety of ways reflection is perceived? 
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2e. What do critiques of the literature on refleetion reveal that might help us 
understand and resolve the eomplexities apparent in the literature? 
Ultimate1y, this study uses the responses to the above questions to propose a 
clearer picture of reflection. The next chapter explains the development of a methodology 
for examining the literature on reflection, and a resulting plan to explore this literature 
through three different lenses. Subsequent chapters report on three analyses of the 
literature on reflection conducted to address the three sub-questions listed above. They 
lead to a framework for understanding the literature on reflection. Final chapters address 
the findings and the contributions of this study. 
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Chapter 3: Methodology 
Examining the literature about such a broadly understood concept as reflection 
naturally raises issues about a possible methodology. The literature on reflection is vast 
and the controversies within the discussions of the concept are extensive. As a member of 
a research team investigating the ways in which reflection happens in teaching in higher 
education, 1 had read more than 200 books, book chapters and articles related to 
reflection in one way or another. However, 1 had not read systematically, but rather had 
explored works on reflection as 1 came across them or as they related to topics of interest 
to our research team at certain times. In addition, as a practitioner, 1 had read works on 
reflection specific to my own teaching and the leaming of my students. Putting the two 
sets of readings together gave me a sense of the problems in the literature, and called into 
question my own understanding of reflection. The development of a methodology for 
making sense of this literature therefore became a search for ways to represent the many 
and varied ideas about reflection and to explain the commonalities and differences across 
these ideas. Even more, it became a search for a way to appreciate the place of reflection 
within a larger picture. 
ln trying to make sense of what reflection reallY is and how one might understand 
the variety of ideas related to it, 1 pondered how to shape a study of this extensive 
literature. 1 thought the literature needed to be approached from different angles or 
through different lenses to provide a complete picture of reflection. The concept is 
discussed within the literatures of different communities. It appeared that this might be a 
starting point: an examination of the literature on reflection from different communities 
to see whether ideas about reflection are similar or different across these communities. 
My first study then became an examination of the literature ofthree different 
communities. The results of the examination led to decisions about subsequent studies or 
analyses that might prove useful. The lack ofrevealing information about authors' 
epistemological positions led to decisions to analyze definitions ofreflection and 
critiques of reflection to try to identify different currents of thought and epistemologies, 
and thus gain deeper understanding of the concept of reflection. These decisions, it must 
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be noted, resulted in the three studies 1 conducted being done in layers, each building on 
ideas that developed from the previous ones. 
ln exploring possible methodologies for looking at the literature of different 
communities, at definitions of reflection, and at critiques of reflection, no single 
methodological approach presented itself as completely appropriate overall. However, 
ideas from different approaches suggested methodological stances that could prove 
fruitful for a study of the literature on reflection. These approaches reflect the ideas about 
methodology from different fields of study, including philosophy, philosophy of 
education, education generally, qualitative research and communities ofpractice. As the 
individual analyses progressed and became layered one upon another, part ofmy work 
became a constant checking for additional methodological positions that might enhance 
them. In summarizing the relevant ideas that come from different methodological 
approaches, 1 will mention how particular points from each served as useful guides in 
shaping the methodology ofmy overall examination ofreflection and will then indicate 
the parts ofthe examination each approach influenced most particularly. 
Ideas that influenced the methodology 
1. Ideas about communities of practice 
Initially, 1 started with literature on communities of practice, which led me to 
make decisions about how first to approach the study ofreflection. Wenger (1998) notes 
the interesting permeability ofboundaries between communities ofpractice; these 
boundaries may be the points at which leaming happens, at which knowledge is 
transferred from one community to another. This permeability ofboundaries recalls the 
analogy of the blurred or separated colours of a painting. While at times the boundaries 
between communities might be impermeable, they can also be places where sorne overlap 
or seeping of ideas occurs. The suggestion is that within a community a phenomenon 
may be understood in a particular way; within a different community a different 
understanding ofthe same phenomenon may develop. At the boundary points between 
the communities, sorne merging of ideas may happen. Furthermore, these different 
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understandings might be reflected in different language or discourse within individual 
communities initially, but again sorne influence may cross from one to the other. Using 
Wenger's term, 1 might be considered a "broker," someone helping to make the 
connections on both sides of the boundary (p. 109). 
The areas 1 covered in my reading on reflection represented the thinking of 
different professional communities in education. 1 focused on the literature from 
continuing professional development, higher education and teacher education to explore 
the transferability of ideas about refleetion aeross the boundaries of three communities. 
2. Ideas about philosophical inquiry 
Among pro cesses of philosophical inquiry, Koetting (1996) lists the following: 
"(1) conceptual analysis; (2) situating educational issues within philosophical traditions; 
(3) the examination of epistemological and axiological assumptions, criticisms, and (4) 
critical thinking and analysis of existing literature and theory" (p. 364). In the following 
section 1 will retum to ideas about the analysis of concepts, an obvious type of analysis to 
consider. The other three processes might apply to the questions posed in the previous 
chapter. Noting that they are considered valid processes ofphilosophical inquiry made 
me realize that they might apply to a study of epistemologies re1ated to reflection and to 
an examination of the literature about it. In relation to education, Koetting recognizes an 
analytic perspective on education as one that "allows us to inquire into the use of 
language, the meaning, and clarification oflanguage used to talk about education" (p. 
365). This too suggests a suitable type of inquiry, considering the problems related to the 
language in the literature on refleetion noted above. These stipulations about 
philosophie al inquiry helped to support my thinking about what needed to be examined in 
the literature on reflection. 
3. Ideas about analysis of concepts from philosophy and education 
Literature in philosophy and in education provides ideas about the analysis of 
concepts. Although in the philosophy literature there is sorne dissension over what 
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actually might constitute an analysis of a concept (Bridges, 1997, 1998; Wilson, 1998), it 
is evident from the discussions that sorne form of analyzing a concept such as reflection 
in education might provide further understanding, even if it does not lead to a single 
definition ofthe concept ultimately. Putting this stance regarding analysis of concepts 
from philosophy together with more precise notions about analysis of concepts from 
education provided angles from which to approach this study: 
a) From Soltis' (1968) book on analysis of educational concepts came the ide a that 
such an analysis should consider aims and values. Certainly the aims and values 
ofreflection could be objects ofanalysis. 
b) From Scheffler (1960) 1 used the categorization of definitions as stipulative, 
descriptive and programmatic. A stipulative definition indicates the author's 
intention to use a word in a certain way, to grant it a meaning the author has 
determined for it for the purpose of the discussion. A descriptive definition 
attempts to provide a meaning for a concept that adequately covers its use. There 
could be more than one ofthese for a given concept. A programmatic definition is 
prescriptive, indicating the way a term should be used. Scheffler' s categorization 
is helpful in determining the nature of definitions of reflection; 1 paid attention to 
both stipulative and descriptive definitions in my analysis. 
c) From McMillan and Schumacher's (2001) review ofmethods of qualitative 
research in education, 1 drew on their definition of analysis of concepts as "a 
study that clarifies the meaning of a concept by describing the essential or generic 
meaning, the different meanings, and the appropriate usage for the concept" (p. 
506). The methodological steps they suggest for such an analysis include 
separating the concept from related concepts, analyzing the different meanings 
attributed to the concept itselfby providing a typology and analyzing the 
conditions in which the concept may properly be used by providing examples and 
counterexamples. 1 limited my study of definitions of reflection to the second step 
of their approach, with a brief commentary on related concepts, their first step, but 
without exploring in any depth the conditions for use of reflection, their third step. 
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This third step moved beyond the scope of my study. The second step of 
analyzing the different meanings of the concept of reflection by providing a 
typology became a central aspect ofmy study. 
ln the end, while 1 did not do what would be considered a traditional concept 
analysis, 1 did draw on ideas in philosophy and education presented by these authors as 
guides to my construction of a methodology. 
4. Ideas from analyses of other concepts in education 
Studies of other concepts in education show elements involved in examining a 
concept. The explanation ofwhat was done in sorne ofthese studies helped to shape my 
examination of reflection. It is noteworthy that most of these studies do not follow a strict 
methodological pattern but examine the concept in somewhat philosophical and even 
idiosyncratic ways. Their influences on my construction of a methodology follow: 
a) MacMillan and Nelson's (1968) compilation ofphilosophical essays on 
conceptions ofteaching provided insight into the study of a concept. Like the term 
reflection, the term teaching is a somewhat general, aIl encompassing term that 
can have different meanings for different people, and so it is useful to see what 
kind ofwork was done to explore the concept ofteaching. Komisar and Nelson 
(1968) state in the introductory chapter to this collection that they are concerned 
not with an empirical examination of teaching but with developing an 
understanding of the concept of teaching: "What we seek to discover is the 
meaning of the term teaching - not facts about how teaching is or might be 
conducted" (p. 2). They also note that different names might be given to such an 
exploration: "analysis of concepts," "elucidation ofmeaning," "conceptual 
mapping" (p. 2). In addition, they note that doing such a study is not limited to 
coming up with a definition of the term, too narrow a way to find meaning in a 
concept. In their argument in favour ofwhat they end up calling a conceptual 
analysis, they point out that a result of such an analysis might be " a recital of the 
many specific obscurities and perplexities from which analysis can deliver us" (p. 
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8). This ide a became useful in my thinking about what is obscure and perplexing 
in the literature on reflection. Another article (Smith, 1968) examines definitions 
ofteaching, its relationship to learning, and analogies ofteaching and selling. 
This article reiterates the importance of examining definitions of a concept. 
An additional article which is particularly relevant to the present study is 
about the topology ofthe teaching concept (Green, 1968). In making an analogy 
between regarding a vague concept such as teaching and looking at a painting in 
which colours blend into one another in a graduaI way, Green attempts to show 
that it is not always possible to draw distinct boundaries between the aspects of 
such a concept, just as it is not always possible in a painting to be able to say 
exactly where one colour ends and another begins. In fact, the impossibility of 
such precision is not even problematic, for it is interesting to see the ways in 
which the patches of colour relate to one another. Studying a vague concept might 
yield similar results - not a precise delineation of the components of the concept 
or the various approaches one might take to it, but an increased understanding of 
the ways in which the components might somehow overlap. This particular sense 
of the way a concept such as teaching or reflection might be examined has 
possibilities for creating deeper understanding. In addition to highlighting the 
importance ofthe overlaps to an understanding of a concept, this article provoked 
my thinking that the empty spaces between understandings might also be 
significant. By these spaces I mean the gaps between one author's views of a 
concept and those of others. It might be hoped that an analysis ofthe concept of 
reflection, keeping in mind the blurring of the components and their 
interrelationships, would provide new insight into our understanding of this much 
used and variously understood term. 
b) A study of "climat d'apprentissage," or "learning climate," involves a look at 
definitions of this concept, at conceptual models of it, and at problems related to 
the measurement ofit (Michaud, Forgette-Giroux, & Richard, 1989, p. 27). The 
need to examine definitions is again highlighted, and the notion of looking at 
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conceptual models made me consider certain works about reflection that pro vide 
models or frameworks. 
c) Sigel's (1985) conceptual analysis ofbeliefs, especially those that guide parents 
with respect to their relationships to their children, attempts to clarify the concept 
ofbeliefs, "particularly in terms ofthe underlying assumptions from which an 
emphasis on beliefs emerges" (p. 345). As with the studies mentioned previously, 
sorne attention is paid to the definition ofbelief, and also to what might underlie 
approaches to the concept - the assumptions. This notion of underlying 
assumptions is mentioned in Koetting's (1996) ideas about the processes of 
philosophical inquiry. Sigel notes that his study points to the need to examine 
epistemology as weIl as the psychological construct ofbeliefs; he suggests at the 
end of the article that a methodology for exploring a concept in this way is 
lacking, but needed. 1 used this thinking to support my idea of examining the 
assumptions and epistemologies underlying various views of reflection and to 
confirm that no specific methodology for studying a complex concept existed. 
d) Alexander, Schallert and Rare (1991) provide another way to examine an unclear 
concept, that ofknowledge. Their article shows the problem of diverse terms used 
to explain the concept ofknowledge and outlines steps they took to clarify the 
meanings of these various terms. These include listing aIl terms related to 
knowledge as a starting point for finding the appropriate literature, limiting the 
search to literature of the last ten years (except for seminal works), which resulted 
in a study of more than 300 works, and noting explicit and implicit definitions of 
the terms used. Interestingly, they note that there were many more implicit 
definitions than explicit definitions. Their article analyzes the terms found and 
presents a framework within which the relationships among the terms can be 
understood. The problem they tackled with respect to knowledge has links to the 
problem of diverse terminology in the literature on reflection. The delineation of a 
limited corpus and the examination of definitions suggested possible aspects of a 
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method for examining the literature on reflection; the provision of a framework 
built out of the analysis to help explain the concept was a useful idea. 
It appears that sorne ofwhat is understood as conceptual analysis in education 
might be helpful in examining reflection. Sorne attention needs to be paid to definitions 
that exist, and sorne attention should be paid to the epistemologies that underlie different 
understandings ofreflection. There is clearly potential for generating change in thinking 
about a concept in education. 
5. Ideas about meta-study 
A further method to approach the concept of reflection, and particularly the 
literature on reflection, might lie in sorne studies that have been characterized as meta-
studies. Because the literature on reflection is so broad, a meta-study has certain 
characteristics that might apply. A meta-study in qualitative health research outlines the 
components of such a study, or at least those the authors determined were appropriate. In 
their study, Paterson, Thome, Canam and Jillings (2001) provide a definition of a meta-
study: "a research approach involving analysis of the theory, methods, and findings of 
qualitative research and the synthesis ofthese insights into new ways ofthinking about 
phenomena" (p. 1). Within such a study they include the components ofmeta-data-
analysis, meta-method, and meta-theory. The first, obviously, is a critical examination of 
research findings through analysis of the data involved. The second is a study ofthe 
research methods employed in the research studies ofthe meta-data-analysis. The third, 
and the most useful for my purposes, is an examination of the ideas that underlie the 
research: philosophical and theoretical approaches, assumptions of the theories, and the 
connections between theory and practical contexts. A result of a meta-theory study might 
be new understandings of theory. The final step in a meta-study such as theirs is meta-
synthesis, which pulls together the ideas that emerge from the three types of studies 
involved. 
In discussing their approach to meta-synthesis, Paterson et al. reflect on the 
usefulness of this type of study; they make a comment about what might be derived from 
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it: "the struggle for understanding is perhaps far more important in the overall scheme of 
things than are the final answers" (p. 112). They comment on the possibility of 
recognizing and "handling the conflicting knowledge" in the field they studied, as well as 
being able to link ideas (p. 112). Furthermore, they argue that the diversity ofthe contexts 
they explored "allows the possibility of a richer, deeper, and more multifaceted way of 
theorizing about a phenomenon" (p. 119). They make the following statement: 
As we begin to account for more layers of the thing we are studying, as we 
consider it from an increasingly diverse number of angles, and as we 
challenge it with more and more theoretical interpretations, we create the 
possibility of coming closer and closer to appreciating an essential nature, 
or an inherent reality. (p. 119-120) 
Much ofwhat they say has informed the construction of a methodology for this 
study ofreflection. The meta-theory section oftheir study, the most relevant part to this 
study of reflection, helps to show how theoretical works might be examined. Although 
their meta-theory section related to theory as a basis for research, and my study for the 
most part do es not examine empirical work, 1 have drawn from it the idea that an 
examination oftheory might include the following aspects: an identification of 
underlying paradigms and assumptions, an examination of the context in which theory 
may be chosen or written about, and an evaluation of the quality of theories. Their 
statements reinforce the need to examine underlying assumptions; as well, the historical 
context in which theory is developed and the quality oftheory must be considered. The 
literature on reflection 1 examined covers primarily a twenty year period, over which time 
sorne development in views ofreflection has occurred. 1 considered quality oftheory by 
taking stock of critiques which emerge from individual authors' discussions and by 
tracking problematic or missing elements in the discussions on reflection. The statements 
of Paterson et al. about diversity of contexts suggested that examining reflection through 
three different lenses and across three professional communities might represent such 
diversity. 
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Paterson et al. are helpful in another way. The organization of their study provides 
sorne ide as about important components of an analysis of this kind. Although 1 have not 
conducted a study that replicates their methodology, aspects of their study suggested 
important steps or approaches. The headings they use to identify sections of their study 
provided helpful guides for what aspects of an analysis to include. For example, their 
sections on "criteria for inclusion" and "criteria for exclusion" of data signified the 
importance of explaining choices 1 made in the selection ofworks in the literature on 
reflection needing attention. Their mention of "initial procedures" and "procedures for 
analysis" reminded me to recognize steps in my own procedures. Their attention to 
"ensuring rigor" and "remaining analytically honest" convinced me of the need to stay 
faithful to the exact ideas of authors and avoid inference as much as possible. While 1 
have not used these same terms as headings, they have informed the development of my 
own approach to the examination of the literature on reflection. 
6. Ideas about literature reviews 
Because this study involved reviewing literature, and because the literature on 
reflection became the data for the study, 1 drew on material about the components of a 
literature review. Hart (1998) outlines what a literature review involves in terms of 
content, structure and organization. This book includes suggestions about questions a 
literature review might answer: "What are the key sources? What are the key theories, 
concepts and ideas? What are the epistemological and ontological grounds for the 
discipline? What are the main questions and problems that have been addressed to date? 
How is the knowledge on the topic structured and organized? What are the origins and 
definitions of the topic? What are the political standpoints? What are the major issues and 
debates about the topic? How have approaches to these questions increased our 
understanding and knowledge?" (p. 14). A major part ofmy study is an analysis ofthe 
literature on reflection to create a helpful framework for understanding the concept. 
Therefore, these questions became helpful guides in the selection of sources on reflection, 
in the identification of epistemologies underlying the concept, and in the disceming of 
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issues of controversy and debate related to reflection. The questions helped to shape the 
contents of the literature used in this study. 
Table 1 gives an indication of the ways in which the ideas derived from these six 
areas resulted in the development of a methodology for the study ofreflection. 
Table 1. Sources of ideas for developing a methodology to study the concept of reflection 
Overall development of a methodology 
Ideas from: 
Paterson, Thorne, Canam and Jillings, 2001: inclusion and exclusion of data, procedures, 
rigor, remaining analytically honest 
Selecting the works to be studied 
Ideas from: 
Paterson, Th orn e, Canam and Jillings, 2001: inclusion and exclusion 
Hart, 2001: questions to pose when selecting works 
Examining the literature on reflection through three lenses 
1. Examining professional communities that discuss reflection 
Ideas from: 
Wenger, 1998: notion of communities of practice 
Paterson, Thorne, Canam and Jillings, 2001: exploring a diversity of contexts 
Soltis, 1968: aims and values 
2. Examining definitions of reflection for differentiation of meanings of the concept 
Ideas from: 
McMillan and Schumacher, 2001: differentiation ofmeanings 
Alexander, Schallert and Hare, 1991: explicit definitions 
Michaud, F orgette-Giroux and Richard, 1989: importance of definitions 
Soltis, 1968: aims and values 
Scheffler, 1960: types of definitions 
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3. Examining critiques of reflection for assumptions, epistemologies and areas of debate 
Ideas from: 
Koetting, 1996: epistemological assumptions and criticisms 
Sigel, 1985: underlying assumptions and epistemologies 
Green, 1968: overlapping in understandings 
Soltis, 1968: aims and values 
Shaping the results of the studies 
1. Merging results of the studies to clarify the concept of reflection 
Ideas from: 
Paterson, Th orne, Canam and Jillings, 2001: diversity of contexts; meta-synthesis 
Green, 1968: overlapping of components of a concept 
2. Designing a framework to situate works in the literature 
Ideas from: 
Alexander, Schallert and Hare, 1991: example for the concept ofknowledge 
Shaping the study 
This study began to take shape in three ways. First, in deciding on appropriate 
professional communities, it became c1ear that a survey of the literature on reflection 
across three professional communities, those of continuing professional development, 
higher education and teacher education, might offer possibilities for determining 
similarities and differences in approaches to reflection. An three communities have a 
literature that inc1udes discussion of reflection generally and reflection in teaching 
particularly. Each pertains to a particular domain and has a particular audience. A 
description ofthe methodology for analyzing the literature ofthe three communities is 
provided in Chapter 5. 
Second, the literature on analysis of concepts in both philosophy and education 
suggests that the definition of a term such as rejlection is an important element in 
understanding an author's perspective. For this reason, 1 used definitions ofrejlection as 
they appear in the literature across the three communities and analyzed two components 
ofthese sixt Y definitions: the cognitive and affective processes ofreflection and the 
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rationales for reflection. A description of the methodology for analyzing the definitions is 
provided in Chapter 6. 
Third, in keeping with the suggestions mentioned in the works that influenced my 
approach to this study that the underlying assumptions and epistemologies ofworks on a 
concept must be considered, 1 examined critiques of the literature on reflection across the 
three communities covering the time from Dewey (1933) and Schon (1983, 1987). 
Critiques chosen inc1uded sorne directed specifically at their writings, as well as 
individual critiques of other authors and of the concept of reflection; in addition, sorne 
critiques of earlier critiques appear in an attempt to show the layers of thinking about 
reflection that have developed. A more detailed description of the methodology for the 
critique section is provided in Chapter 7. 
For each of the three lenses through which reflection was examined- the 
professional communities that discuss it, the definitions provided for it, and the critiques 
contained in the literature - a similar methodology repeats itself, yet there are sorne 
particular characteristics of the methodology within each as well. 1 will outline below the 
six steps common to each of the analyses, noting briefly sorne specific distinctions, and 
will describe more fully these specific distinctions in subsequent chapters devoted to each 
analysis. 
Steps in the overall methodology common to each analysis 
1. Defining a specifie corpus 
ln doing initial reading about reflection, 1 covered literature on reflection in 
higher education, in teacher education, in adult education and in continuing professional 
development. 1 read works with the following types of content: 
• theoretical works; 
• reports of empirical studies of reflection; 
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• overviews of the literature on reflection at various points in its recent history since 
Dewey; 
• critiques and interpretations ofDewey's and Schon's ideas about reflection; 
• critiques of other works dealing with reflection; 
• critiques of critiques of reflection; 
• descriptions of possible frameworks and typologies for explaining the 
components of reflection; 
• descriptions of teacher education programmes based on reflection, often inc1uding 
strategies for promoting reflection among teachers; and 
• models of reflective practice. 
Clearly, sorne works can be placed in more than one of the above categories. For 
example, sorne (e.g. Hatton and Smith, 1995) provide an overview of the literature on 
reflection and then propose a framework within which to place its components. Others 
(e.g. Conway, 2001) review the theoretical background in the literature and then report on 
an empirical study. 
A consideration ofthe previously mentioned areas that influenced my decisions 
about methodology led me to decisions about narrowing a study of the literature to 
certain types ofworks. Literature cited ab ove on philosophical studies of concepts, on 
meta-studies, and on communities of practice suggested the need to focus my interests on 
definitions of reflection and on epistemologies, and to look across different communities. 
Accordingly, 1 made choices about what works to inc1ude in the study. 1 chose first of aU 
to examine works across three communities 1 had already covered: higher education, 
teacher education, and continuing professional development. Works on adult education 
frequently feU into either the higher education or continuing professional development 
category; in other words, the boundaries between this possible community and the others 
did not seem so c1early drawn. 1 therefore did not regard it as a separate community on its 
own. 1 chose secondly to restrict the study to works of a theoretical or conceptual nature, 
rather than to reports of empirical studies. In doing this, 1 retained in sorne very few cases 
an article that reports an empirical study but provides a theoretical background with 
illuminating discussion ofreflection as a preface to the report of the research. 1 excluded 
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works that focus on promoting strategies for reflection, and looked rather at those that 
attempt to explain what reflection is, either by offering a definition or by providing a 
framework or an understanding of epistemologies. 1 also chose to examine critiques of 
reflection, both ofDewey's and Schon's work because oftheir extensive influence on 
later thinking, as well as critiques of ideas about reflection across the three literatures, in 
keeping with suggestions in the literature on philosophical approaches, meta-study and 
communities of practice that there may be community or historical trends. Getting at the 
critiques seemed to offer a way of determining what might have changed or remained 
constant in thinking over the time that reflection in education has been written about. In 
general 1 also excluded works which were simply descriptions ofteacher education 
programmes founded on the princip le of reflection; however, in certain cases, an 
extensive theoretical discussion about reflection preceded the description of the 
programme, and this discussion proved useful to my study and was included. 
It is clear from the li st ofworks consulted that there is a preponderance of books 
and articles from the area of teacher education. This is a reflection of the imbalanced 
situation in the literature. There is considerably more writing about reflective teaching in 
the teacher education literature than in the other areas examined, perhaps because the ide a 
of reflective teaching has been so prevalent in programmes of teacher education since 
Schon's early (1983) work. 
The works selected also relate mainly to teaching, as that is the primary focus in 
this study ofreflection. However, there are sorne departures from this focus. Although 
neither Dewey nor Schon wrote about teaching specifically (in fact, Dewey wrote about 
learning and Schon wrote about professional practice in general), both are included 
because of the prominence of their work in the literature. It should be noted as well that 
Atkins and Murphy's (1993) often cited overview of the concept ofreflection discusses 
works on reflection related to teaching, even though their context is nursing practice. A 
further allowance was made for certain works on reflection in learning (e.g. Boyd & 
Fales, 1983; Brockbank & McGill, 1998; Mezirow, 1998).1 included these works in the 
study for two reasons. They provide a rich view ofwhat might be included in reflection; 
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in the case of Brockbank and McGill, for example, a definition, a description of 
dimensions ofreflection, and extensive discussion ofworks related to reflection in 
teaching are present. It can be argued as weIl that teachers are leamers, and therefore that 
reflection by teachers is reflection in leaming as these authors describe it. 
In the end, with each lens through which the literature on reflection is examined, 
the corpus is defined in different ways. Specific details for defining the corpus for each of 
the three lenses are included in their respective chapters. Table 2 presents information 
about the works chosen for analysis. It should be noted that while sorne overlap ofworks 
across the three analyses occurs, it has been kept to a minimum. Only four works overlap 
over the three analyses. The overlap was considered necessary in certain cases when, for 
example, a work provided not only a valuable definition ofreflection for analysis, but 
also contained an important critique of other works or of reflection. 
Table 2. Distribution of works analyzed 
Works" 
analyzed 
: ',' 
Professional 
communities 
Definitions 
Critiques 
17 4 
55 32 
29 11 
, :'" 
Overlapwlth 0Y~rlàp: "Overlap OV$f:làp,ln 
prpfessional::with with the 3 ' 
communiti~$, ' .. definitions crîtiques'analyses 
.,:': 
7 2 4 
7 12 4 
2 12 4 
2. Studying the content of individual works and isolating important themes 
l read each work numerous times to determine the nature of its contents. Could 
the work be situated in a particular community? Did it contain an explicit definition of 
reflection? Did the discussion constitute a critique, and if so, what were the salient 
elements of the critique? In each case l made notes and highlighted significant sections. 
Part of the reading of each work involved isolating particular themes of the thinking 
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contained in it. For the professional communities, it meant trying to see what might 
characterize the thinking in an article on reflection in a particular community, the 
assumptions or ideas about reflection that emerged. For the definitions, it meant 
examining the components of individual definitions to see what emerged as significant. 
For the critiques, in a similar way, it meant tracking the nature of individual critiques and 
identifying themes to see where each might be situated within the larger discussion of 
reflection. 
3. Identifying similarities, differences, parallels 
In each of the three analyses, following the examination ofindividual works 1 
looked at similarities and differences that appeared as significant across the works 
examined. For the professional communities analysis, 1 noted, for example, assumptions 
about the nature of reflection common or different across the three communities, tracked 
factors that authors consider influential in reflection and noted the thinking about results 
of reflection. In the analysis of definitions, 1 examined individual definitions to determine 
the processes, both cognitive and affective, that authors consider operative in reflection 
and the rationales for reflection (or assumptions about the value of the process) they 
articulate. These 1 grouped into categories showing the different ways people regard these 
two aspects of reflection. In the analysis of critiques, 1 examined the distinctions among 
different ways of categorizing reflection that have emerged and the areas ofboth 
controversy and agreement that remain. 1 developed a chart showing the themes that 
emerge from the critiques. In each case, 1 made an effort to maintain the categories as 
they were articulated in the literature. 
4. Reading and rereading until no new characteristics emerge as significant 
In each study, 1 read and reread works until the characteristics of reflection that 
emerged remained stable; no new characteristics or themes presented themselves in the 
final readings, and 1 became satisfied that there was no additional category to create or 
theme to identify. 
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5. Analyzing results across the three studies 
A later step was the examination of the results as they relate across the studies. 
Each analysis produced certain considerations about reflection. In the end, l looked 
across the analyses to see what emerged overall, especially what resulted as common to 
all three. This merging of results led to the final step in the overall study. 
6. Designing a framework for situating works in the literature on reflection 
The merging of results from the three analyses of professional communities, 
definitions and critiques led to a final design of a framework within which to situate 
individual works on reflection in the literature. The framework is presented in Chapter 8. 
Trustworthiness of results 
In an effort to produce a trustworthy set of results from the examination of the 
literature, l used an external auditor to check my interpretation of the works examined 
(Hill, Thompson & Williams, 1997). This auditor, a researcher on reflection in teaching, 
read my analyses of the works as they were completed and provided agreement, 
disagreement or comments about necessary adjustments. This process of analyzing, 
discussing and adjusting allowed me to check my understanding of authors' views with 
an outside reader to verify my interpretations. 
Before reporting on the three analyses l conducted, l will use the next chapter to 
comment briefly on the ideas of John Dewey (1910, 1933, 1944) and Donald Schon 
(1983, 1987) about reflection. Their influence on the literature on reflection has been so 
profound that it is important to review their thinking before examining works by other 
authors whose ideas draw on one or the other or both ofthem. The following three 
chapters are reports of the three analyses l conducted on the literature about reflection: an 
examination of the literature ofthree professional communities, an analysis of definitions 
ofreflection and an analysis of critiques ofreflection. The three analyses represent three 
different ways of looking at the literature on reflection to determine what is said about 
this concept and how we might understand it. A subsequent chapter merges the results of 
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the three analyses and provides a framework and set of questions for understanding 
works that rnake up this literature. 
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Chapter 4: The influence of Dewey and Schon 
The CUITent focus on reflective practice in education stems largely from the work 
of John Dewey and Donald Schon. Before beginning a discussion of the ways in which 
works in the literature on reflection might be perceived, it is important to pause briefly to 
review the ide as of these two authors, as their influence has been so great, and as they 
individually represent somewhat different approaches to reflection. 
John Dewey 
Dewey defined reflection as the "active, persistent, and careful consideration of 
any belief or supposed form of knowledge in the light of the grounds that support it and 
the further conclusions to which it tends" (1933, p. 9). He regarded reflection as a process 
of making meaning of experience in a systematic way, through community with others, 
guided by attitudes ofwholeheartedness, open-mindedness and responsibility. This 
strongly moral approach to reflection is characteristic ofhis thinking. He also 
distinguished between teacher action that might be considered routine, and that which 
might result from added thought or consideration. It is not the simple performance of 
tasks, but the thinking through of situations to achieve clearly identified aims. In 
determining what reflection might be, Dewey distinguished it from other types of thought 
such as stream of consciousness, invention and belief. Reflection results in knowledge. 
Dewey's pragmatic view suggests that the meaning of an idea is seen by looking at its 
consequences. 
Dewey saw reflection as having both a process and a product. One aspect ofhis 
approach to reflection that relates to process is his thinking that it has something to do 
with recognizing in an experience a problematic issue and working to resolve that issue. 
This working out of a problem involves identifying it, suggesting possible solutions, 
experimenting and determining a possible course of action. The person who reflects finds 
himself or herselfin a situation ofuncertainty. For Dewey, the pro cess begins with a 
confusing or problematic situation and leads to a resolution of this situation at the end. In 
between he outlines five steps in the reflective process: suggesting a possible solution, 
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defining a question or articulating a problem, establishing a hypothesis or hypotheses, 
reasoning of the ide as, and testing by action. He makes the point that these steps may not 
necessarily happen in a fixed sequence, but that they represent the "indispensable traits of 
reflective thinking" (1933, p. 116). A factor influencing these steps is the sensitivity with 
which the person who reflects approaches the situation. The product of reflection is the 
achieved goal or aim. This goal controls the task of reflection. His statements about the 
"regulation of thinking by its purpose" make this c1ear: "Demand for the solution of a 
perplexity is the steadying and gui ding factor in the entire process of reflection"; "the 
nature of the problem fixes the end of thought, and the end controls the process of 
thinking" (p. 14-15). 
It is interesting that Dewey speaks in terms that suggest he believed in the rational 
nature of reflective thinking. He used terms that indicate this bent: "rational elaboration 
of an idea" and "reasoning" are words that appear in his discussion (1910, p. 75). But he 
seems to have believed as well in something more as part ofthe process of reflection. 
Although he regarded reflection as a systematic process, he also took a holistic view of 
the way teachers might consider their actions. Reflection is not only a rational process, as 
it involves more than rational consideration of a situation. For Dewey, reflection involves 
both cognitive and emotional aspects of the person reflecting. His own words make this 
c1ear: 
Human beings are not normally divided into two parts, the one emotional, 
the other coldly intellectual- the one matter of fact, the other imaginative. 
The split does, indeed, often get established, but that is always because of 
false methods of education. Natively and normally the person works as a 
whole. There is no integration of character and mind unless there is fusion 
of the intellectual and the emotional, of meaning and value, of fact and 
imaginative running beyond fact into the realm of desired possibilities. 
(Dewey, 1933, p. 278). 
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Dewey made the point c1early that cognition and affect are inextricably linked. A 
discussion ofworks in the literature in subsequent chapters ofthis paper will necessitate a 
retum to this issue of the link between cognitive and affective aspects ofreflection. 
Dewey's seminal work has had a positive and profound influence on the 
development of the thinking of educators on the power of reflection. In teacher education, 
for example, educators retum to his ide as for grounding theories about teacher 
preparation. What is c1ear as well, however, is that Dewey's influence has remained 
within the North American context. He is much less often cited in works originating 
outside North America. Works on reflection in the former context almost universally 
credit Dewey with providing important ide as about the way reflection can be understood 
A further exploration ofDewey's ideas about reflection and the impact they have had will 
appear in a later chapter on the critiques of the literature on reflection. 
Donald Schën 
Schon (1983, 1987) emphasizes practice in his discussion ofreflection and 
promotes the ide a that practitioners' reflections about action are at the heart of 
professional behaviour. He sees reflection on practice as happening in two different 
ways. In one way, practitioners might reflect on action that has happened. This is 
reflection-on-action. The practitioner's stance is one that is removed from the action; it 
represents a thinking back on action. His term for what he considers an even more 
significant way ofreflecting is reflection-in-action. He uses this term to name the 
drawing on tacit, unarticulated knowledge of practitioners about their actions. In trying to 
describe this reflecting in the midst of action, Schon wants to get at what he calls artistry, 
the "intuitive knowing" about their practice displayed by practitioners (1983, p. 276), but 
also the reflection in the middle of action on this intuitive knowing. In his 1987 book 
Educating the rejlective practitioner, Schon de fines professional artistry this way: "the 
kinds of competence professionals sometimes display in unique, uncertain, and conflicted 
situations ofpractice" (p. 22). He believes that practitioners draw less on espoused theory 
in their work than on theories they develop in action. The theories they purport to hold do 
not necessarily play out in action; it is within the action that theory is developed. 
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What Schon tries to do is find a way of explaining the very close link between 
thinking and doing, and therefore between reflection and action. He sees the two as 
indivisible; separating thought from action is problematic. The practitioner acts on 
knowledge almost intuitively in action. However, his reflection-in-action is intended to 
show that reflection done in this way might have something to do with making tacit 
knowledge explicit. The dynamic nature of the practitioner's knowing-in-action makes it 
more explicit. In explaining reflection-in-action, Schon refers to this process as involving 
a series of "moments" (1987, p. 28): 
• Action that is routine, drawing on tacit knowledge, occurs. 
• An unexpected result of action causes a mismatch with previous knowledge. 
• Reflection within the action takes place. 
• Reflection-in-action questions the previous knowledge drawn on. 
• Experimentation occurs. 
He explains that the process is not as neatly divided as these steps might suggest; 
however, their importance lies in pointing out the "immediate significance for action" in 
reflection-in-action; again, he stresses the close connection between reflection and action 
(p. 29). 
Schon's purpose is to provide an epistemology ofpractice, a way ofapproaching 
practice that departs from the technical-rational epistemological model that had govemed 
thinking in education prior to his ideas. His opposition to this instrumental approach to 
practice, which he feels neglects the aspect of artistry, results in his suggestion that a 
practitioner, in the face of a problem that requires more than the usual knowledge of 
practice, might "construct a new way of setting the problem - a new frame ... which he 
tries to impose on the situation" (Schon, 1983, p. 63). For Schon, this framing and 
reframing of a problem becomes the central way in which practitioners reflect. It results 
from reflection which takes place in unexpected situations when practitioners must 
reconsider previous action. 
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Schon's ideas make us pay attention to the ways in which professionals think and 
act in the moment. However, sorne ofhis ide as lack complete clarity. It is unclear, for 
example, whether reflection-on-action is reflection about the results of the reflection-in-
action. If it is, the conclusion is that reflection-on-action is also always tied to a situation 
in which previous knowledge is inadequate for resolving a situation that is problematic. 
He does not indicate whether reflection-on-action can be simply an assessment or review 
of past action. 
Schon's influence on professional practice has been widely felt. Unlike Dewey, 
his writing has been incorporated into literature outside of North America. His ideas have 
reshaped the way many teacher education programmes are designed in that many now 
include a reflective practicum as part of a pre-service teacher's experience. Unlike 
Dewey's ideas, however, Schon's have drawn serious criticism. So while his influence 
has been profound, the attacks on his ideas have been fairly direct. In the chapter dealing 
with critiques in the literature on reflection in this paper I will retum to the criticisms of 
Schon's ideas. 
Comparing and contrasting Dewey and Schon 
Considering the influence and important status of Dewey and Schon within the 
literature on reflection forces a comparison oftheir ideas. Clearly, they are concemed 
about similar issues: the reasons practitioners reflect and the process ofthat reflection. 
For both Dewey and Schon it can be said that experience, in one way or another, 
provides the need to reflect. In Dewey's thinking, a problem occurs within professional 
experience to prompt reflection. Ways of solving the problem must be found, and a 
reasoned approach to the solution must be put into play. While Dewey is clear that an ill-
defined problem may be the impetus for reflection, he seems to regard the reflection that 
follows from such a problem as being somewhat removed from it; there is a distancing of 
the person from the problem as reflection happens. Likewise for Schon, uncertainty 
within experience causes a practitioner to reflect on action. Both Dewey and Schon, 
therefore, see reflection as relating to problem solving in one way or another. For Schon, 
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the reflection and the problem are tied up together; reflection happens in the middle of 
the action of solving a problem. This c10seness of the reflection to the action resurfaces in 
later works about reflection where Schon's influence can be seen. These works will be 
examined in Chapter 7 of this paper which addresses the critiques of reflection in the 
literature. 
In terms of the process of reflection, Dewey takes a more theoretical approach, 
wanting to stress the importance of reasoned thinking. While Schon would not dispute the 
importance of reasoned thinking, and even though he draws on Dewey' s ideas, he wants 
to save a place for explaining the less tangible aspects of reflection, the tacit knowledge 
that practitioners hold. Both struggle, therefore, with the connection between theory and 
practice, Dewey perhaps seeing a greater separation between the two than Schon would 
like to acknowledge. He sees the almost inseparable link between the two. In more recent 
education literature, the connection, or often the lack of connection, between theory and 
practice is a recurring issue. In terms of reflective practice in education, it appears in 
numerous places in the literature in discussions of reflection in general and also in 
discussions of teacher education for public schools and for higher education. Sorne of 
Schon's influence is felt in the discussion, as the following examples suggest. McIntyre 
(1993), for one, explores the relationship between theory and practice as it relates to 
reflection in teacher education; he is concemed that teacher education focus on theory as 
well as on the practical aspects of teaching. In fact, he refers to reflection as "theorizing" 
(p. 40). Wilson (1993) argues for the integration oftheory and practice in teacher 
education because the two have often been separated. He proposes a programme in which 
practical experience and sophisticated reflection altemate. Zeichner and Liston (1996) 
reiterate the thinking of Wilson. For them, "the process ofreflection, in which teachers 
make more conscious and articulate those practical theories implicit in their practice and 
subject them to critique, can be considered a form of educational theorizing" (p. 38). 
Carlgren (1999) sees the connection between theory and practice somewhat differently in 
her discussion ofteacher professionalism. She suggests that teachers' work is connected 
to theory that is different from the theory developed in research. It is theory based on 
doing rather than on seeing. AlI of these authors appear to struggle with aspects of 
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reflection that Schon also struggled with: the inseparability oftheory and practice and the 
intricate connection between the two. Dewey might be interpreted as having seen the 
connection more as a reasoned application of theory to a problematic situation. 
An interesting comment on the theory-practice connection as it relates to 
reflection cornes from Rodgers (2002a) who makes this statement about reflection: "It is 
an iterative, forward-moving spiral from practice to theory and theory to practice" (p. 
861). Considering the frequent reference to the separation between theory and practice in 
the literature, Rodgers' statement is perhaps idealistic. It is c1ear from the discussions on 
reflection that the relationship between theory and practice is of an uncertain nature, and 
that though we can get a general sense of the approach to theory and practice taken by 
Dewey and Schon, their writing has not completely c1arified the relationship. It is perhaps 
somewhat due to their different perspectives on this relationship that CUITent literature on 
reflection continues to explore this issue. 
What may be less c1ear is the extent to which Dewey and Schon individually view 
reflection as involving both cognition and affect. Dewey, in the statement inc1uded 
previously regarding his holistic view of the person, seems to indicate that he believes 
theyare integrated; Schon's ideas about artistry may inc1ude this type ofthinking as weIl, 
but there is no definite statement that helps us to understand this. In a section ofhis 1987 
book, he suggests that values may be inc1uded in interpersonal theories of action. He 
mentions here the avoidance of negative feelings such as anger and resentment in 
deve10ping actions. How c10sely he sees the link between affective and cognitive aspects 
within reflection is difficult to determine. Later works on reflection retum to a 
consideration of this issue of cognition and affect. Sorne more recent thinking about this 
issue will appear in Chapters 6 and 7 discussing definitions of reflection and critiques of 
reflection. 
Without doubt, the work ofboth Dewey and Schon on reflection has to be 
considered as highly informative oflater thinking. In subsequent chapters ofthis paper 
which review more recent work on reflection, authors whose ideas draw on one or the 
other or both will be discussed. The continuing influence ofboth Dewey's and Schon's 
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ideas as the basis for more recently developed approaches to reflection will be seen; it 
will, however, be clear that much more criticism of Schon permeates the literature, and 
that Dewey maintains a relatively unchallenged reputation. In Chapter 7, which reports 
on the critiques in the literature on reflection, l will retum to a consideration of the ide as 
of Dewey and Schon in an examination of authors who have critiqued their work. 
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Chapter 5: Analysis of the literature on reflection in three 
professional communities 
This chapter reports on an analysis of the literature on reflection in three 
professional communities to uncover similarities and differences in how reflection is 
perceived. The literature on reflection in continuing professional development, higher 
education and teacher education was examined. 
Purpose and rationale of the analysis 
The analysis reported here represents a first attempt to develop an analytic 
framework to gain a clearer perspective on reflection. It is the first ofthree lenses used to 
examine the literature on reflection and to sort out the range ofways in which it can be 
perceived. The analysis is based on a previously unexplored hypothesis that there may be 
differences in assumptions about reflection that stem from different communities, and 
that the literature that cornes from these communities is indicative of these distinct 
underlying assumptions. It seems possible to regard the education literature that refers to 
reflection as representative ofvarious professional communities, each with its own 
literature intended for a particular audience. The literatures of these communities together 
make up the total body of literature on reflection in education. 
ln analyzing the concept of reflection in different communities, 1 have been 
influenced by the idea of communities of practice as it stems from social practice theory 
and draws on the notion that meaning is constructed socially and is situated within 
practice. Recent ideas about communities of practice suggest possibilities for examining 
the literature on reflection. Wenger (1998) sees three interacting components in a 
community of practice. Within such a community, in which "community" is one of the 
components, a "domain ofknowledge" is the focus for a "practice." Wenger suggests that 
the boundaries of a community may be the place where learning happens, where 
influences from other communities may alter perceptions and change thinking. 
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Recently, the concept of communities of practice has been used to provide a 
perspective in education by Knight and Trowler (2001), who applied the notion of 
communities of practice to an examination of the interactions within department 
structures in higher education. They recognize the lack of clarity in the concept of 
community ofpractice, stemming partly from the many connotations of the word 
community. 
Knight and Trowler' s examination of departmental interactions through 
communities of practice did not include an examination of texts as possible artefacts. The 
present analysis uses the ide a of communities of practice as a lens through which to 
examine the literature on reflection, to sort through the ways in which reflection is 
perceived in different communities. In this way, the texts of a community become the 
artefacts of the analysis, since one of the activities of a community of practice can be the 
production of texts; 1 have examined the texts produced by three different communities. 
ln doing so, 1 remain conscious that the notion of professional community 1 have used has 
an affinity with the notion of community of practice described by Wenger, but does not 
coincide exactly with it. 1 recognize the communities 1 examined as producers of 
literature within different professional domains, each intended for a distinct audience. 
Wenger's additional notion ofpractice and what it involves takes less prominence in my 
consideration of the literature of these communities. 
This analysis of professional communities attempts to answer the following 
question: 
What similarities and differences in conceptions of reflection are revealed 
in the literature of the professional communities that discuss it? 
ln addressing the question, 1 will first explain the steps of the methodology 
pertaining specifically to the analysis of the literature ofthese professional communities. 
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Methodology 
In Chapter 3, which outlines the overall methodology for this complete study, 1 
listed and described the six steps followed. Here 1 will add details specific to the analysis 
of professional communities to the first four of these steps. 
1. Defining the corpus 
This analysis draws on the ide as ofWenger (1998; Wenger, McDermott, & 
Snyder, 2002) who provides a number of indicators of the existence of a community of 
practice which suggest that somewhat similar communities may be operative in the 
literature discussing reflection in education. The sharing of approaches to getting things 
done, the ongoing nature of interactions, the rapidity with which problems are established 
for discussion, the knowing about the contributions of others, the assessment ability in 
terms of products, the tools and representations, the j argon and communication styles, 
and the sharing of a discourse, all noted by Wenger as indicators of a community of 
practice, could apply to groups whose ideas are articulated in the literature on reflection. 
In fact, it can be noted that the term academic community has long been used to refer to 
disciplinary groupings; Swales (1990), for example, uses the term in his work on 
academic discourse communities. Within such a community that produces literature, 
relationships among scholars, both friendly and otherwise, are established. There is a 
shared approach to the production of work, the interactions are sustained in an ongoing 
fashion, scholars develop an adeptness at judging the quality of work produced by 
colleagues and are aware of their contributions to the continuing discussions, and there is 
often a shared discourse within the communications that result. AlI of these 
characteristics follow the description provided by Wenger of a community of practice. In 
the case of the literature on reflection, it is the shared or unsharedjargon or discourse that 
is ofinterest and that represents the basis for this analysis. While the discourse itselfis 
not necessarily the subject for analysis, the ideas that the discourse promotes do become 
central to the findings that emerge. The professional communities having a body of 
literature on reflection, while not being strictly communities ofpractice in Wenger's 
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sense of the tenn but having an affinity with his notion, become interesting sources of 
infonnation on varying concepts of reflection. 
1 initially examined a collection of more than 200 articles and books on reflection 
to detennine the professional community to which each belongs. To narrow the sample 
and to come closer to the ide a of a distinct community, 1 selected only articles about 
reflection from academic journals for analysis to see ifthey could be sorted into different 
professional communities placing importance on reflection. In sorne cases, the name of 
the journal suggested a possible community; however, the language of each article was 
aiso examined to ascertain that the contents of the article coincided with the community 
suggested by the journal title. For example, the journal title Studies in Higher Education 
suggests the professional community involving higher education; however, articles from 
this journal were further examined to make sure they matched the suggested community. 
In one case, an article from this journal turned out to be a discussion of reflection in the 
context of continuing professional development. In addition, key topics in the articles 
were tracked to isolate the community. These topics are indicated below in Table 3. Each 
article was placed within the boundaries of a possible community. 
The communities whose literature was chosen for this analysis were continuing 
professional development, higher education, and teacher education. 1 chose these 
communities because they contain significant literature on reflection, particularly on 
reflection in teaching. Five or six articles from each of the three communities were 
examined. 
Table 3. Key topics for placement of articles in professional communities 
Professional community Keytopics 
Continuing professional development • workplace settings 
• continuing education 
• leaming of professionals 
• professional expertise 
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• professional education 
• non-formalleaming 
Higher education 
• faculty development 
• theories of teaching 
• experienced, untrained teachers 
• course design at the post-secondary 
level 
• scholarship of teaching 
Teacher education 
• pre-service teacher training 
• public school contexts: elementary and 
secondary levels 
For continuing professional development, authors centred their discussions on the 
leaming of professionals in their work settings, often in situations separate from formaI 
courses. Articles focussed on the leaming of adults in professional contexts as opposed to 
the leaming of regular university students in pre-service situations, and discussed 
professional education and professional expertise. For higher education, the discussions 
often highlighted the idea of reflection in untrained teachers and their developing notions 
of practice. Other topics found in the higher education literature were faculty 
development and the scholarship ofteaching. For teacher education, the discussions of 
reflection focussed mainly on the development ofteachers in professional programmes 
prior to service. The articles examined in each of the three communities are marked with 
an asterisk in the li st of references at the end of this dissertation. 
2. Studying the content of individual works and isolating important themes 
In this part of the analysis, 1 carried out repeated readings of individual articles in 
each of the three communities with a view to determining the nature oftheir contents. 1 
tracked the thinking each contained about the nature of reflection to determine its 
contribution to an understanding of reflection. 1 combined the ideas from individual 
articles to create a picture of the thinking in the community. 1 then constructed a list of 
46 
emerging assumptions that authors included in their characterization of reflection. As 
well, 1 identified other themes that were revealed as significant in the discussions. 
Authors noted, for example, what they considered to be possible results of reflection and 
also discussed the factors that might be influential in instances of reflection. In tracking 
the assumptions, results and influential factors, 1 maintained the terms used in the 
literature to identify them as accurately and extensively as possible. 
3. Identifying similarities, differences, parallels 
After listing individu al themes (in this case, assumptions, results and influential 
factors) that emerged from the reading of the articles in each community, 1 placed them in 
tables showing these themes across the communities. 1 noted the presence of a theme, but 
not the frequency of its occurrence, as my interest was in surveying the thinking about 
reflection contained within each community, and not its intensity. In addition, the small 
size of the sample (five or six articles) suggested that frequency would not be a 
significant finding. 
4. Reading and rereading until no new themes emerge as significant 
After developing the tables revealing the parallels across different findings, 1 
retumed to the articles to re-examine them for additional themes. In this way, 1 read until 
1 was satisfied that 1 had a stable sense of the themes that emerged and that no new ideas 
appeared as significant. When a theme appeared in the works of one community, 1 
verified its presence or absence in the other communities by rereading. 
Findings 
A number of common themes resulted from an examination of the articles in the 
three professional communities. These included (a) the confusing meanings attached to 
the term reflection; (b) assumptions about the nature of reflection; (c) the factors that 
influence reflection; and (d) the results of reflection. 
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1. The confusing meanings atfached to the term reflection 
Across the three communities there was universal agreement that the concept of 
reflection in the literature in education is problematic. Articles in each community lament 
the confusion resulting from the use of this term. In fact, frequent reference is made to the 
widespread use of a number of other terms as synonymous with reflection. However, 
close examination reveals that these terms take on shades of meaning that differ from 
reflection in certain respects. Examples exist in the three areas of the literature examined. 
ln his article from the continuing professional development literature, Eraut (2000) uses 
the term deliberative learning to suggest an activity akin to reflection. In higher 
education, McAlpine and Weston (2000) equate reflection and metacognition. Bengtsson 
(1995), in the teacher education literature, sees the need to focus not only on reflection as 
thinking, but also to consider the self-reflection aspect of the activity ofreflection. As the 
problem ofthis confusion in meanings has been discussed previously in this paper, 1 wish 
to recognize its acknowledgment in the literature across the communities here; however, 1 
will not repeat the discussion of this problem. 
2. Assumptions about reflection 
Before discussing the findings in this are a, 1 want to clarify my use of the term 
assumption, as authors' individual assumptions about reflection will be revealed as 
significant in this analysis of the literature. 
Assumption 1 take to mean "the supposition that something is true", as indicated in 
Webster's new twentieth century dictionary (1983). Examples ofassumptions in the 
reflection literature are abundant; one example is the assumption that reflection is 
leaming. Assumptions in this analysis are indications of an author's supposition about 
reflection, derived from discussions in the articles examined. In each case, the 
assumption noted characterizes what the author's discussion presumes about the nature of 
reflection. It williater be shown that these assumptions have a connection to 
epistemologies; a discussion of the meaning of the term epistemology appears in Chapter 
7. 
48 
The literature in aU three communities reveals a number of assumptions about 
reflection. These assumptions focus on the nature of reflection and its inherent 
characteristics. They include assumptions about reflection as leaming, as metacognition, 
as social practice, as problem solving, as meaning making, as self-development, and as 
being. 
The first of the assumptions listed above is that reflection is closely linked to 
leaming. Atkins and Murphy (1993), in a frequently cited article related to continuing 
professional development, acknowledge this link that stems from Schon's work. Knight 
(1996), writing in the same community and pointing out that the increased awareness that 
stems from reflection is leaming, makes the same link quite cleariy: "'reflective practice' 
is centraUy involved with, and indeed defines, professionalleaming" (p. 6). Kreber and 
Cranton (2000), in an article on teaching in higher education, diagrarn the ways in which 
different types of reflection on knowledge result in leaming: 
• Process and content reflection on instructional and pedagogical knowledge 
result in instrumental and communicative leaming; 
• Process and content reflection on curricular knowledge result in 
communicative leaming; 
• Premise reflection on curricular knowledge results in communicative and 
emancipatory leaming; 
• Premise reflection on instructional and pedagogical knowledge results in 
instrumental, communicative and emancipatory learning. 
(p. 485) 
They obviously recognize different types ofleaming as connected to reflection: 
instrumental, communicative, and emancipatory. Their combining of the three in 
premise reflection suggests an epistemological stance on reflection: it has the power 
to influence leaming of different types. 
A further assumption about reflection is revealed in the higher education 
literature, where reflection has been linked with metacognition. McAlpine and Weston 
(2000), as noted in a previous chapter, see reflection as metacognition, and regard it as a 
way in which professors evaluate and improve their teaching. Eraut (2000), in continuing 
professional development, mentions metacognition, but in a somewhat different sense -
as a process which might trigger reflection. 
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Another assumption includes the idea that reflection is a social practice that 
involves interaction between the person reflecting and others in the context of the 
reflection. Arguing in favour of establishing conditions for professional development that 
will foster reflection, Day (1993) makes the statement that "professionallearning in the 
future will not, if it ever has been, be a matter for the individual only" (p. 87). In this 
view reflection, as a component of professional development, is a social phenomenon. In 
higher education, Kreber and Cranton (2000) refer to "learning about teaching through 
communicating with others" (p. 484) and later to emancipatory learning as a result of 
dialogue with colleagues or faculty developers. In teacher education, Copeland, 
Birmingham, De La Cruz and Lewin (1993) also consider reflection as a social 
phenomenon; for them, "reflective practice occurs within a social context" (p. 349). Their 
idea is that this social context involves the close interaction of the elements within a 
context: teachers, students, and setting. Although sorne (e.g. Eraut, 2000) have criticized 
this view of the social aspect of reflection or learning, it is clear that many writers hold to 
the idea that reflection has a social dimension, whether it be the interaction between the 
person reflecting and others, or the situation of the person reflecting within a broader 
context. 
Sorne authors see reflection as problem solving, and discuss it in tenns of the way 
problems in teaching are explored or resolved. One perspective on reflective practice 
suggested by Knight (1996), writing about continuing professional development, has to 
do with "understanding and dealing with real, complex and difficult situations" (p. 4). 
Copeland et al. (1993) base their work on reflection in teacher education on the 
assumption that reflection involves problern-solving and list four attributes of problem 
identification; these include identifying a meaningful problem from a concrete practical 
situation. 
Others take a constructivist approach to reflection, regarding it as a "meaning 
making" activity. Colton and Sparks-Langer (1993), in teacher education, see one aspect 
oftheir reflective frarnework as "constructing knowledge and meaning" from 
environmental information and from professional knowledge in long term memory. "As 
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teachers interpret reality in light oftheir professional knowledge base, they construct new 
meanings and mental representations" (p. 49). It is interesting to speculate on whether 
this approach coincides with the approach to reflection as learning. Is constructing 
knowledge and meaning synonymous with learning? Are the views expressed by Cohon 
and Sparks-Langer in keeping with the views expressed by Atkins and Murphy, Knight, 
and Kreber and Cranton? 
Still others focus on the self-development aspect of reflection. Atkins and Murphy 
(1993), in continuing professional development, state that "reflection must ... involve the 
self and must lead to a changed perspective" (p. 1191). Kreber and Cranton (2000), in 
higher education, suggest something similar when they discuss the "emancipatory 
development" that results from certain kinds of reflection (p. 484). In teacher education, 
Bengtsson (1995) recognizes that self-reflection can lead to self-discovery and provide a 
basis for what he caUs the second notion of reflection, or thinking. Here, self-
development might be considered in terms oflearning, but Bengtsson's ideas perhaps 
relate more to the ideas about reflection as metacognition. 
A view ofreflection as "being," as the total involvement of the self in the activity 
ofreflection, is proposed by others. Bleakley (1999), in higher education, sees 
"reflectivityas an introspective bending in, to review mentallife" (p. 320). In fact, he 
suggests that a broader view of reflection is needed to exp and the idea of reflection as 
"introspective personalism, an internaI act ofthinking about thinking" (p. 320) to an 
understanding ofreflection as having a locus in the "total event" (p. 323). Rodgers 
(2002b), in teacher education, suggests a somewhat similar ide a when she talks about 
"presence in experience," and the notion that reflection means being present "in the 
moment and from moment to moment" (p. 235). 
The range of assumptions about reflection according to the three communities is 
demonstrated in Table 4, in which a --J signifies the presence of the assumption in the 
community indicated. 
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Table 4. Assumptions about reflection in three professional communities 
Reflection as Continuing Higher education Teacher education 
professional 
development 
Learning 
.J .J 
Metacogn ition 
.J 
Social practice 
.J .J .J 
Problem solving 
.J .J 
Meaning making 
.J .J 
Self-development 
.J .J .J 
Seing 
.J .J 
It is evident from Table 4 that the various assumptions about reflection cross the 
boundaries ofthese three communities, with the exception ofthe metacognitive stance, 
which appears only in the literature on reflection in higher education sarnpled here. In 
four cases, those of reflection as leaming, as problem solving, as meaning making, and as 
"being," two of the three communities show inclusion ofthis assumption. It is also 
interesting to note that the higher education articles reveal the most comprehensive 
assumptions about reflection as they include an but that of problem solving in their 
discussions. What needs further exploration is the linking that might be made across 
sorne of these assumptions, arnong leaming and self-development and meaning making, 
for example. 1 will retum to a discussion of these assumptions and their connection to 
possible epistemologies that inforrn approaches to reflection in two subsequent chapters. 
3. Factors that influence reflection 
In the articles exarnined across the three communities, a nurnber of factors are 
identified as having an impact on reflection. These include emotion, experience, values 
and context. 
Various authors comment on the influence of emotional factors on the reflective 
process. In continuing professional development, Atkins and Murphy (1993) recognize 
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the role of emotion in reflection. They identify three stages in the reflective process, the 
first ofwhich is "triggered by an awareness ofuncomfortable feelings and thoughts" (p. 
1189). The second stage involves an analysis ofthese feelings. In teacher education, 
Colton and Sparks-Langer (1993) note that feelings are the link between professional 
knowledge and the construction of it. 
As well, the idea that experience is a factor which controls the reflective process 
is clearly stated in the literature in two areas. In higher education, McAlpine and Weston 
(2000) note that reflection is reliant on experience. Rodgers (2000b) makes a similar 
point about teacher education: "the primary text for reflection must be their experience as 
teachers and leamers" (p. 232). 
The ide a that one's values and ethics come into play in reflection and may change 
as a result is a further factor mentioned in these communities. Ecclestone (1996), in 
continuing professional development, states that the "focus of reflection depends on 
underlying values" (p.151). Bleakley (1999), in higher education, sees reflective practice 
in sorne cases as a chance for a practitioner to examine beliefs, values and assumptions 
that underlie action, and further, as "an aesthetic and ethical act of participation in the 
world" (p. 328). In teacher education, Colton and Sparks-Langer (1993) recognize 
personal views and values as part of the knowledge base that interacts with the 
construction ofnew knowledge through reflection. 
Context is discussed in the literature of all three communities as an important 
influence on reflection. Reflection takes place in a particular context, and this context 
may control the way in which reflection happens and its outcomes. In continuing 
professional development, Boud and Walker (1998) emphasize the context-specific 
nature of reflection and the challenges implied for promoting effective reflection. Trowler 
and Cooper (2002), in higher education, consider reflection, among other topics, with 
reference to the context they calI "teaching and leaming regimes," the places where 
reflection occurs (p. 221). Rodgers (2002b) focuses on context as an aspect ofwhat 
reflection in teacher education must help teachers to understand. Table 5 outlines the 
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presence of references to these factors across the three communities in the articles 
included in this study. 
Table 5. Factors that influence reflection 
Continuing Higher education Teacher education 
professional 
development 
Emotion ~ ~ 
Experience ~ ~ 
Values ~ ~ ~ 
Context ~ ~ ~ 
Clearly, there is agreement in two communities that emotion and experience are 
factors which influence reflection. AlI three communities show evidence of the 
importance of context and values in reflection. 
4. Resulfs of reflecfion 
AlI of the communities make sorne reference to the possible results of reflection. 
They indicate that reflection may cause sorne generic change or outcome. For example, 
Knight (1996), in continuing professional development, sees improvements in dealing 
with clients as an outcome of reflection. Kreber and Cranton (2000), in higher education, 
identify different types ofleaming that corne from reflection. Jay and Johnson (2002), in 
teacher education, include the following idea in their definition of reflection: "Through 
reflection, one reaches newfound clarity, on which one bases changes in action or 
disposition" (p. 76). 
In each of the communities there is a sense that reflection may even more 
specifically lead to the emancipation or empowerrnent of the person who reflects. In 
continuing professional development, Ecclestone (1996) argues that such emancipation 
might be possible within her proposed frarnework for reflection in professional 
development. Kreber and Cranton (2000), in higher education, see emancipatory leaming 
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as a result of one type of reflection. Rodgers (2002b) sees risk -taking as an outcome. This 
outcome may be linked to emancipation in a certain sense: the person who is ready to 
take a risk has become emancipated. Table 6 indicates the results ofreflection as 
discussed in the works sampled from the three communities. 
Table 6. Results of reflection 
Continuing Higher education Teacher education 
professional 
development 
Generic change or 
--J --J --J 
Outcome 
Emancipation or 
--J --J --J 
empowerment 
Table 6 demonstrates the wide agreement about the possible results of reflection. 
AlI three communities display a sense that reflection produces change of sorne kind; aIl 
three also indicate that reflection can be emancipatory and empowering. 
Reflection and the connection between theory and practice 
The examination of these articles reveals sorne thinking about an aspect of 
reflection, the link between theory and practice, that surfaces in one of the literatures 
only: the teacher education literature. In a previous chapter on the ideas of Dewey and 
Schon, this issue was discussed as problematic in interpreting their work. In this study of 
the literature on reflection in three professional communities, a discussion of the 
troublesome connection between theory and practice appears only in the articles from 
teacher education. Rodgers (2002b) hopes that her framework for reflection will result in 
teachers "learning to think critically and create theory" (p. 244); Korthagen (1993) refers 
to the "well-known gap between theory and practice" (p. 321). Perhaps the appearance of 
this aspect of reflection solely in the articles on teacher education is not surprising when 
one considers that teacher education is the only one of the three communities in which 
there is a period of formaI education largely distinct from practice before one becomes a 
practitioner. Individuals in this situation are often introduced to theory before they have 
experienced actual practice, thus the problem of seeing in practice the impact or presence 
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oftheories about teaching. There has been in this community a much greater focus on the 
transfer oftheory to practice than in the other two, it would seem. However, the small 
sample ofworks examined here may not fully reveal the approach to theory and practice 
taken by the three communities, and may identify general trends only. 
Conclusions 
This analysis ofliterature on reflection in three professional communities 
represents one attempt to clarify understandings of the term and design a framework for 
drawing together these various understandings. From this initial study of articles about 
reflection in three communities, it can be seen that commonalities exist in the ways 
reflection is perceived. Across the three communities common assumptions prevail, as do 
ideas about the changes that might result from reflection. A common view that context 
has a large influence on reflection also is apparent. However, sorne slight differences are 
also evident. The idea ofreflection as metacognition appears in the literature in higher 
education only, for example. What do es not result from the analysis is an explanation of 
the confusing use of the term reflection across the literatures, or a deep understanding of 
the varied and complex ways it is perceived. The frequent comments in the three 
communities about the complexity of the term and the confusing use ofit lead one to 
believe there is more to uncover. The analysis does not reveal that the different 
communities are talking differently about reflection; in fact, it suggests that on this point 
they are much the same. The confusion is a common experience. 
The examination of these articles and the resulting findings lead to a number of 
conclusions which may help to inform the search for a more clearly delineated picture of 
reflection. One obvious conclusion is that the analysis does not provide a rich enough 
view of the discrepancies in the way people regard reflection. It does reveal 
discrepancies, but they are largely consistent across professional communities. 
Furthermore, the outcome ofthe analysis may be influenced by its reliance on written 
texts. Communities of practice as described by Wenger can be considered places of oral 
interaction. Although this analysis takes a different approach to a community as a 
professional entity having a literature for its own audience, the idea of oral interaction as 
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also indicative of a cornrnunity' s notion of a concept rnight add another dimension to the 
analysis. Would interviewing the authors of the articles, for exarnple, have produced a 
different result? This rnight be an interesting question to pursue. 
To draw a clear picture ofreflection, therefore, it is evident that sorne additional 
forrn of analysis is needed. However, this analysis does have a use in the larger 
exarnination of the literature l atternpted. Its usefulness lies in providing direction for 
further types of analysis. For one thing, it points to the frequent absence of clear 
definitions of terrns. The fact that the articles frorn aIl three cornrnunities recognize this 
problern is significant. What this analysis further suggests because of this confusion in 
terrninology is that an exarnination of the existing definitions of reflection rnight prove 
fruitful in sorting out the confusion. As rnentioned in Chapter 4 in a discussion of 
rnethodology, definitions are frequently the focus of an analysis of a concept. This need 
to attend to the definitions of reflection provides a rationale for the second lens through 
which to regard the literature on reflection. Chapter 6 of this paper therefore reports on an 
analysis of definitions of reflection found in the literature across the three cornrnunities. 
This first analysis furtherrnore suggests that the shared language used to refer to 
reflection rnay hide underlying differences in episternologies which provide the basis for 
the thinking in these articles. The question rnight be asked whether the assurnptions noted 
here about reflection are indicative of deeper episternological stances. An exarnination of 
these underlying episternologies rnight reveal different historical or political allegiances 
which shape various understandings of reflection both within and across the cornrnunities 
studied here. Fendler (2003) has begun the discussion of possible episternologies at work 
in the literature on reflection, in particular the ide a of power relations revealed in sorne 
writing about reflection. With regard to episternologies, the question, therefore, rnight be 
posed as follows: Does the discourse of reflection rnean the words only, or the underlying 
episternologies ofthose who discuss reflection? If the latter, in what way could one rnake 
sense ofthese underlying episternologies? The problern suggests the need to search for an 
analysis that will be more revealing in this respect, one that will allow for finer 
distinctions in the underlying thinking about reflection across the literature in education. 
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It might be that looking at the ways in which the underlying assumptions about reflection 
are revealed will produce both a more comprehensive view of the diverse aspects of 
reflection as well as a more precise sense of the converging ideas about reflection in the 
literature. As a third lens through which to examine the literature, 1 chose the critiques of 
reflection contained in the literature as a subject, for it is within these critiques that 
authors often reveal these underlying assumptions. Chapter 7 reports on the analysis of 
critiques in the literature on reflection. The study moves in this way from an initial 
exploration ofthemes found across three professional communities and builds on the 
results ofthis analysis to a more specifie look at definitions and critiques in the literature 
on reflection. 
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Chapter 6: Analysis of definitions of reflection 
Introduction 
The analysis ofliterature on reflection in three different professional communities 
confirmed the problem ofthe variety of ways in which reflection is perceived. It pointed 
to the need for further study to sort out the different ways authors define reflection. 
Purpose and rationale of the analysis 
Many authors (e.g. Atkins & Murphy, 1993; Ratton and Smith, 1995; Kompfand 
Bond, 1995; Moon, 1999; Rodgers, 2002a; Valli, 1990) lament the lack of a clear 
definition of reflection in the literature. Cao (2000) has also recently reiterated the idea 
that teacher reflection is an "elusive construct" (p. 3). It therefore seems appropriate to 
consider what existing definitions of reflection reveal. Such an effort is supported as weIl 
by the notion in both philosophy and education (mentioned in Chapter 3) about the need 
to look at definitions when analyzing a concept. 
Many authors do pro vide a definition of reflection as a starting point for their 
discussion. One might ask, however, whether such definitions reveal precise ideas about 
what reflection is. Important questions regarding these definitions immediately arise 
when one considers the comments about the lack of a clear definition alongside the 
numerous definitions that exist. Ecclestone (1996), for example, suggests that 
"completely different models ofknowledge and leaming can underpin ideas about 
reflective practice" (p. 153). 
Moon (1999) makes an interesting statement in her study ofreflection and 
leaming in professional development that she does not attempt to distil the ideas across 
the literature on reflection into one definition, "as this could only pretend to be accurate 
because different people have intentionally defined reflection differently." Rer view is 
that "there is more in common between different uses of the term than might at first 
appear and that at least boundaries can be placed around the term to provide it with 
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greater coherency" (p. ix). It is just such a statement that leads to the present examination 
of the definitions of reflection found in the literature and raises the question that forms 
the basis for this analysis: 
What do different definitions of reflection tell us about the variety of ways 
reflection is perceived? 
My second examination of the concept ofreflection therefore involves an 
extensive look at the definitions of reflection provided in the literature to determine 
similarities and differences in people's perceptions ofreflection. 
Methodology 
ln Chapter 3, which oudines the overall methodology for this study, 1 listed and 
described six methodological steps 1 followed. Here 1 will add details specïfic to the 
analysis of definitions of reflection to the first four of these steps. The final two steps of 
the overall methodology pertain to the three analyses 1 conducted and will be commented 
on in Chapter 8, which merges the results of all three. 
1. Defining a corpus 
For the overall study it was necessary to narrow the vast literature on reflection. 
Furthermore, for each of the three individual analyses contained in the overall study it 
was also necessary to delineate the works to be considered. The following is therefore a 
discussion of aspects of the literature on reflection that had to be considered and an 
account of the process of selecting works to inc1ude in the analysis of definitions. 
Aspects of the literature to consider 
Ways of defining reflection 
It is noticeable in the literature that authors have chosen a variety of ways to 
define reflection. Sorne (e.g. Bengtsson, 1995; Brockbank & McGill, 1998) begin with a 
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dictionary definition before proposing their own. Sorne (e.g. Korthagen, 1993; Moon, 
1999) note the common sense definitions of the terrn as a preliminary to forrnulating their 
own definition. Yinger (1990) takes a different approach in suggesting that contemplation 
is a better terrn than rejlection; in his discussion of the two terrns, he suggests a possible 
meaning for reflection by showing what it is not. Other authors begin by drawing on a 
definition of the concept found in philosophy; Kompf and Bond (1995), for exarnple, 
examine John Locke's definition before exploring their own understanding ofreflection. 
Reflection and reflexivity 
It is important to mention also that the literature contains sorne references to the 
terrn rejlexivity, a potential cause of confusion. Webster 's new twentieth century 
dictionary (1983) equates reflexivity with reflection. In the literature consulted in this 
analysis, Fendler (2003) notes that she does not make a distinction between the two 
terrns. It appears that rejlexivity is the terrn more cornrnonly used in areas of social 
science outside education, as for example in articles by Pels (2000) and Lynch (2000) in 
the journal Theory, Culture and Society. In the literature in three areas of education, 
higher education, teacher education and continuing professional development, the terrn 
rejlection is the one used almost universally. l will, therefore, confine my discussion to 
this terrn. In addition, l want to point out that l have included definitions that encompass 
the ide a of critical rejlection, an aspect of reflection discussed frequently in the literature, 
as there are important considerations in this discussion that link to the general concept of 
reflection. 
Process of selecting works containing definitions 
This part of an extensive study of the meaning of reflection draws on the ideas 
expressed in hundreds ofworks on reflection. However, in proceeding with an 
examination of specifie definitions of reflection, l drew from the literature related to the 
professional cornrnunities already studied: higher education, teacher education, and 
continuing professional development. Chapter 3, on methodology, explains the general 
selection of a corpus for the overall study; here l will note specifie details of selecting the 
works to be examined in the analysis of definitions. 
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Reflection and reflective practice 
It is clear that many authors do not make the distinction, when discussing 
teaching, between reflection and reflective practice. The definition of one suggests the 
definition of the other when dealing with professional practice. 1 have looked at 
definitions that relate to both in this study. 
Absence of definitions 
It must be noted that not all works contain a definition of reflection, so the list of 
actual definitions is not equal to the number ofworks consulted. A total of 55 ofthese 
works provided analyzable definitions. Sorne important works did not define the term at 
all. Although it is true that sorne authors do not declare as their purpose in writing about 
reflection the defining of the term, it is interesting that the laments in the literature about 
the lack of a clear definition do not always prompt people to provide one. Notable for the 
absence of a definition in the works included in the overall study are the following: Day 
(1993) provides a useful review of the definitions of reflection in the works of other 
authors, but does not include his OWll. Parker (1997) is critical ofthe postmodem 
approach to reflection; his work deconstructs the term, but does not define it. Boud and 
Walker (1998) note the lack of clarity in the use of the term, but do not define it 
themselves. Convery (1998) argues for reflection that is collaborative, supported by 
others, but does not define what this valuable reflection is. Fendler (2003) provides an 
interesting and thoughtful examination of sorne of the political aspects of reflection, yet 
while she notes the lack of clarity associated with its meaning, she does not specifically 
define the term. Sorne works accept the importance of reflection in practice, particularly 
in teacher education, but do not define it. Examples are easily found; one is Mueller's 
(2003) article about self-study among teacher educators. 
Still other authors acknowledge their reliance on the definition of another author. 
Valli (1993) draws on the understanding ofreflection presented by Grimmett, 
MacKinnon, Erickson and Riecken (1990), and Pultorak (1993) bases a discussion on 
Van Manen's (1977) levels ofreflection. 
62 
A further interesting aspect of the discussions on reflection is sorne occurrence of 
what might be considered an implied definition. A good example is Handal and Lauvas' 
(1987) book on reflective teaching. Although the authors discuss reflection in relation to 
the development ofteachers' practical theories, they do not seem to provide a definition 
of reflection. There appears to be an assumption of its value for the development of these 
theories, from action to practical and theoretical reasons for action, to ethical 
justifications. They reach the conclusion that teachers may not be reflecting at the higher 
levels of ethical considerations. Although it might be interesting to work out what such a 
definition of reflection might entail, 1 have chosen for analysis only explicit definitions. 
Perhaps the only useful comment to make about this absence of definitions in 
sorne of the literature is that it may contribute to the confusion over what reflection 
means. When a definition is absent, the reader must make certain guesses or assumptions 
about the approach to reflection taken by the author. The underlying assumptions ofthe 
author are therefore less easily distinguished, making a clear understanding of reflection 
more problematic. 
Defining definition 
Deciding what constitutes a definition is not as evident a task as it might seem, 
particularly when one is interested not only in what various people mean by a term, but 
also in what might underlie a statement of definition. Furthermore, not all definitions in a 
body ofliterature on a subject are stated as a dictionary might state them, so to determine 
what qualified as a definition, 1 explored discussions of reflection at length, looking for 
ways a definition might be formulated. 1 was guided as well by Scheffler's (1960) 
typology of definitions; 1 looked for those that might be stipulative and descriptive 
definitions as he de fines them and as discussed in Chapter 3. Programmatic definitions, 
as he defines them, are not included. 
ln sorne cases, definitions were easy to find, as when an author states explicitly 
that a definition of reflection will follow immediately in the discussion. In other cases, it 
was important to sort through the discussion to focus on a definition. Key terms 
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signalling a definition tumed out to be the following: "reflection is," "reflection means," 
"reflection can," "we promote reflection as," "reflection is the process of." A further 
statement of a definition sometimes occurred in the discussion ofwhat constitutes the 
behaviour of a reflective teacher: "a reflective/analytic teacher is." 
The 55 definitions inc1uded in the analysis range from Dewey in 1933 to the 
present. Appendix A provides a chart of the works and definitions se1ected for this 
analysis. Two aspects ofthe definitions are highlighted in the chart: processes are 
indicated in bold and rationales are underlined. These aspects of the definitions will be 
discussed in the following section of this chapter. 
2. Studying the content of individua/ definitions and iso/ating important themes: 
pro cesses and rationa/es 
In beginning an analysis of the definitions ofreflection in the literature, it became 
c1ear that authors were most often discussing two elements of reflective practice: the 
process ofreflection involving cognitive or affective activities, and the rationale one 
might have for pursuing reflection. These two elements of reflection became the basis for 
the analysis. 
The processes are the cognitive and affective activities one undertakes when one 
reflects. These activities are most commonly referred to in the literature as processes, and 
a definition often appears in a forrn such as the following: "Reflection is the mental 
process of structuring or restructuring an experience, a problem or existing knowledge or 
insights" (Korthagen & Wubbels, 1995, p. 55). These processes are the things one does or 
hopes to do, the activities one carries out, when one reflects. Atkins and Murphy (1993) 
note that much of the literature on reflection at the time of their survey discussed the 
processes of reflection and authors often identified stages in the reflective process. 
However, looking simply at processes did not seem to reveal sorne of the important 
thinking people have about the value of the reflection. Conscious of sorne criticism of the 
literature on reflection in this respect, such as that set out by Ecc1estone (1996), 1 tried to 
think beyond processes. Ecc1estone is c1ear that one must think about more than the 
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process. She is critical of the "lack of widespread debate about the underlying values and 
purposes of reflection in professionalleaming" and the "deeply political and contentious 
issues about the wider cultural and social values which could underpin 'reflection'" (p. 
149). 
These assumptions about the value of reflection I have termed "rationales" for 
reflection; they are the reasons people think reflection is important. In sorne cases these 
rationales appear to be almost the same as results or outcomes. An example of the way in 
which a rationale might be stated is the following: "Thus, the experience of reflecting on 
past pedagogical experience enables me to enrich, to make more thoughtful, my future 
pedagogical experience" (Van Manen, 1991, p. 532). In this study, a sense of the 
processes and the rationales for reflection constituted a definition: what we do when we 
reflect and why we do it. 
In searching for indications of processes and rationales to make up definitions of 
reflection, I first isolated statements that appeared to contain one or the other, or both. 
These I began listing in chronological order, starting with Dewey (1933). I proceeded to 
put in bold the statements about processes as I found them, and to underline the 
statements about rationales. Both were rarely present within the same sentence; nor did 
aIl discussions contain both. In sorne cases a statement included only processes, in other 
(and rarer) cases, only a rationale. 
As processes and rationales began to emerge from the survey of the literature, I 
listed them individually at first and then grouped similar ones together. I constructed 
categories by listing individual processes and rationales and then placing similar or 
related ones under a heading to designate the nature of the category. I combined single 
statements of processes or rationales that described similar activities or values into 
categories by consulting the dictionary (Webster's new twentieth century dictionary, 
1983) to compare meanings of the terms used in the definitions. 
I later gave a name to each category that reflected the common aspect of the 
processes or rationales within it. For example, "explain," "give significance to," 
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"perceive meaning," and "understand" are individual cognitive processes that appeared in 
statements 1 examined; 1 grouped them in the category "understand," as they aIl had an 
aspect ofunderstanding in the way they were used by the authors. In attempting to 
identify the various rationales people have for reflection, keeping in mind that rationale 
might be defined as an assumption about the value of the process of reflection, 1 
constructed a list of categories of rational es from the definitions in a way similar to what 
1 had done with the processes of reflection. As 1 examined individual statements, key 
words and phrases that indicated the presence of a rationale began to appear. An example 
of a category of rationales that emerged is "justify one's stance," which included 
statements about "supporting hypotheses," 'justifying," "ensuring fidelity," "grounding 
explanations in evidence." Further discussion of the categories appears below in the 
section on findings. 
ln sorne cases, a statement of processes or rationales included a series of items. 
For example, Shulman (1987) refers to reflection as "reviewing, reconstructing, 
reenacting and critically analyzing one's own and the class's performance" (p. 15).1 
treated these series of processes as separate activities in the analysis when they 
individually fell into different categories. In certain cases the series of activities was 
arranged by an author in an order leading from passive observation activities to activities 
that involved action. An example is the statement of Noordhoff and Kleinfeld (1990) that 
reflection involves "understanding contexts, considering educational goals, and making 
instructional decisions" (p. 168).1 treated each ofthese activities as separate entities and 
grouped them under separate headings. 
ln certain other cases, an author listed activities not as incremental, using "and" to 
link them, but as distinct, using "or" to link them. Louden (1991) describes the process as 
a "matter of introspection, of thinking and feeling; of replaying or rehearsing professional 
action; of systematic enquiry into action; or of spontaneous action" (p. 149). Again, 1 
treated these activities or processes as separate ones, especially as they usually fell into 
different categories in the analysis. In sorne rare cases, 1 linked the processes when the 
author clearly indicated they were inseparable or close1y connected. Artzt and Armour-
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Thomas (2002) identify processes of reflection in teachers in this way: "they must think 
about their goals for the students and thereby activate their knowledge and beliefs about 
the students, pedagogy and the content itself' (p. 7). l left these two activities, "think" 
and "activate knowledge" together within the same category, as the authors suggest that 
one activity informs the other; in this case, the thinking and the activating ofknowledge 
appear to be the same. 
Similar listings appeared in the statements of rationales. Moon (1999), for 
example, lists "the building of theory, self-development, decisions or resolutions of 
uncertainty, empowerment and emancipation, other outcomes that are unexpected-images 
or ideas that might be solutions" as what l would term rationales for reflection (p. 99). 
Louden (1991) lists rationales as "fidelity to sorne theory or practice; or deeper and 
c1earer personal understanding; or professional problem-solving; or critique of the 
conditions ofprofessional action" (p. 149). As with the processes, l analyzed each of 
these rationales separately and placed them in different categories. 
3. Idenfifying similarifies, differences and parallels 
This part of the procedure for this analysis involved looking across the categories 
to determine what patterns might be found. l looked for trends in hierarchical structures, 
for example, and similarities between terms in processes and rationales. l began tracking 
links to the previous analysis of literature across three professional communities. l also 
tried to situate the emerging processes and rationales within a larger context. The listing 
of the categories of processes, for example, suggested links to other ideas in education, 
such as Bloom's Taxonomy of Educational Objectives (Bloom, Englehart, Furst, Hill, & 
Krathwohl, 1956). These links will be discussed in the section on findings. In the listing 
of categories for rational es, certain patterns of internaI and external focus became 
apparent. These patterns will aiso be discussed in the next section on findings. 
4. Reading and rereading until no new characferisfics emerge as significanf 
The literature on reflection in teaching is vast. It is c1ear that an exploration and 
analysis of the ways people have defined reflection could be almost never-ending. 
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Despite the range ofworks l examined, after reading initially and then rereading, at a 
certain point it became evident that no new categories of processes or rationales were 
emerging, and l found that looking at additional definition statements produced processes 
or rationales that fit into the already existing categories. The very few single statements 
of processes or rationales that remained outside categories are those that express an 
individual or sometimes idiosyncratic view, and these l will mention briefly at the end of 
the section on findings. 
Findings 
Analysis of pro cesses in the definitions of reflection 
At the beginning of my examination of the definitions of reflection it became 
c1ear that manY people regard reflection as a process. For these people the process is 
made up of one or more mostly cognitive activities which are often named in the 
definitions provided. Table 7 displays the categories assigned to the processes of 
reflection that emerged from this study. The activities listed on the left for each category 
are verbatim from the definitions in the literature. The numbers in the right column 
indicate the frequency of occurrences of each verbatim item. In sorne categories, more 
than one separate process is noted. These processes are designations of what might be 
different processes within categories. It appeared in these cases that one process might 
lead to or inform another within the same category. An explanation of the reason behind 
specific separations of processes within one category follows in the discussion about each 
category after the table. l will focus my discussion of the findings on three areas: the 
groupings of activities and processes, the ordering ofthese groupings in the table, and the 
objects ofthe cognitive processes. 
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Table 7. Processes in the definitions of reflection 
~;Zt.occurren~es,. ,. . 
....... ',' ,. . . ~f~P 1: T~il1~i}6occ. "~r 
Proces~(f;s,,!P.hrch inV(jlv~ti?jlecting,.. '.. dering, thinking 
. . . ......... ::.·8tep 2:[J.fl"{1àstand(~::fjcêurrences)· . 
Pro cesses which,involveinterprlHng, .. of orgtv,ing meQlltngto practic~ ,or 
< .;:" •• O"'d";"" , ,.:.:, .. , .. "",'.<,:' ,,", . ,.:;,'" .. ':.' . 
\~; :", 
I.TlH/.TlV solutions 
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Describe a problem, focus on strategies, assess, 1 
question the original question 
Pursue solutions 1 
, .. 
Analyze 
Critique 
Criticize 
Critically analyze 
Critically review 
Critically examine 
Categoiy .4 . ." J,~çcu:rren:ç~~ .. 
Analyze .. ,." 
Processes wliich Involve critfcal arialysis' 
2 
1 
1 
1 
1 
1 
Category 5 - 9 occurrences 
Evaluate 
Processes which involve questioning, evaluating 
Interrogate 1 
Question; systematically enquire 3 
Evaluate, self-evaluate 5 
""Cat~g9ry6 - 15"A~cùrtences 
Step.·i."Construct(6oçcurrences) 
Step:2:Develop (s,;(Jécurrences) 
Step3::.'Fransforml4:.occurrertêes) 
Proces!/es Which:invo!ve cO[l§.trilcting or§t,ruëtur'ing, tfew/pping,: tra'#sforming one thil'lg 
.'....', ·)U ... ,intoal'wfh.er ,'. . ';"',' 
Reconstruct 2 
Structure or restructure 1 
Frame and reframe 1 
Re-enact; replay or rehearse action 2 
Step 2: Develop>"<;; 
Learn 1 
Develop (competence, self-awareness) 2 
Develop and respond 1 
Fonnulate ideas 1 
Step3.: Transforl11':::"! 
Rework, link, translate 1 
Turn 1 
Transfonn 1 
Adapt 1 
Category 1: Examine 
The first category, "examine," contains activities that have something to do with 
observing, seeing, looking, finding a perspective. Sorne tenns are c1early members of this 
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category from their common sense meaning: "look back," "pay attention," "bring into 
focus," "mirror." It is noticeable as weIl in the list ofkey terms here that these activities 
are aIl related. "Explore" and "examine," for example, are defined in Webster (1983) as 
having this "seeing" function. "Explore" is defined as "to look c10sely into," or "to 
examine." "Examine" means "to inspect or observe carefully," or "to view in all aspects" 
or "to scrutinize." Many of the words have overlapping meanings, so "explore" is defined 
as "examine," and "recognize" is defined as "identify." Sorne of the words in this list 
have to do also with finding something or recognizing something as a result oflooking 
and seeing: "identify," "recognize," "be aware." An interesting term here is the use of 
"surface" as a transitive verb. Schon (1983) writes about the possibility for the reflective 
practitioner to "surface and criticize the tacit understandings that have grown up around 
repetitive experiences of a specialized practice" (p. 61). 1 take this use of the term surface 
as describing an activity related to others in this category: to bring the tacit 
understandings into focus. 
The statements about the process of reflection that fall into this category reveal an 
understanding ofreflection as a way to look at a phenomenon. The object ofthis looking, 
or reflection, can be different things: experience, practice, knowledge, understandings, 
decisions, values and beliefs, consequences. Boud, Keogh and Walker (1985) refer to 
exploring experiences, while Wildman and Niles (1987) refer to knowledge as what 
needs to be brought into "sharper focus" (p. 26). Bengtsson (1995) sees in reflection the 
process of establishing distance from practice; Conway (2001) perceives reflection as 
involving a process of gaining distance from experience. Yost, Sentner, and Forenza 
Bailey (2000) mention the process ofbeing aware of "assumptions on which decisions 
are based" (p. 41) and Sumsion and Fleet (1996) see one process ofreflection as 
recognizing values and beliefs. 
Category 2: Think and Understand 
This category inc1udes the common sense understanding of reflection as an aspect 
of thinking which leads to increased understanding. There appear to be two processes 
here in the way people reflect: thinking and understanding. Key terms in the thinking 
71 
process are closely related to the idea ofthinking something through, giving 
consideration to a topic: "consider" and "reconsider," "deliberate," "reflect," "think" (and 
sometimes "activate knowledge"). Again, Webster (1983) indicates that these terms 
overlap. "Deliberate" is defined as "consider"; "think" and "reflect" and "consider" share 
definitions. 
As with the first category ofprocesses, the object of the thinking varies. One 
might think or reflect about assumptions that guide decision-making, or beliefs, or 
knowledge, or actions, or implications of decisions, or experience, or views of teaching, 
or educational goals. Examples include Kemmis' (1985) mention of considering "the 
relationship between our thoughts and actions" (p. 141) and Dewey's (1933) discussion 
of the consideration of "any belief or supposed form ofknowledge" (p. 9). Sumsion and 
Fleet (1996) point out that considering "the consequences and implications ofbeliefs and 
actions" is part ofreflection (p. 121-122); this idea is also found in Colton and Sparks-
Langer (1993), who note that reflection involves a consideration of "the immediate and 
long-term social and ethical implications" of any decisions that are made (p. 45). 
A second set of processes in Category 2 appears to be somewhat different but 
related. These processes represent a kind ofthinking that does not simply consider an 
issue but leads to understanding. It includes those activities which result in attributing 
meaning to the object ofreflection. Here, phrases such as "give significance to" and 
"perceive meaning" feature in the statements about the processes of reflection, as do 
"understand" and "explain." Webster 's (1983) states definitions for "explain" that include 
"to make plain, clear, intelligible; to give meaning or Interpretation to"; for "understand," 
the definition provided is "to know or grasp the meaning of." Clearly, the words and 
phrases in this category overlap in meaning. An example ofprocesses noted in this 
category is found in Van Manen (1991), who suggests that "thoughtful reflection may 
constitute a kind of experience that gives significance to or perceives meaning in the 
experiences on which it reflects" (p. 534). Sparks-Langer, Simmons, Pasch, Colton and 
Starko (1991) note a hierarchy of seven levels of reflection, leading from very 
unsophisticated reflection with no language attached to four increasingly sophisticated 
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levels of explanation as part of the reflection. In the latter levels, the explanation inc1udes 
statements about princip les and theories and context as rationales for action, and then 
further inc1udes explanation along with ethical and moral issues as considerations for 
action. The explanation they refer to appears to indicate deepening understanding. 
Examples of objects ofreflection in this second process within Category 2 are experience 
and aspects of practice such as context, as weIl as beliefs and values. 
Category 3: Problem-solve 
This category inc1udes c1ear statements about reflection as a way to address 
problems. It suggests that reflection is about monitoring actions and finding solutions. 
Dewey (1933) much earlier suggested the power ofreflection to deal with ill-structured 
problems, and this approach to reflection continues. In the statements about the reflective 
process inc1uded in this category, terms such as "problem-solve," "make decisions," 
"mediate action," "exercise judgement," and "pursue solutions" aIl relate to finding 
appropriate actions for problematic situations. One set of descriptors of the processes, 
that ofKreber and Cranton (2000), suggests a series ofprocesses depending on the nature 
of the reflection. They recognize three types of reflection: content reflection, process 
reflection, and premise reflection, but note that all three have to do with addressing 
problems. So content reflection is about describing the problem, process reflection about 
the strategies needed to solve a problem, and premise reflection about questioning the 
original statement of the problem in terms ofits importance. Pollard and Tann (1993) 
note that teachers' reflections involve makingjudgements in their decisions about what 
action to take; LaBoskey (1994) sees also that making decisions is a focus of the 
reflective process. Kompf and Bond (1995) echo this approach in their statements about 
reflective processes being "aimed at sound decision making" (p. 14-15). Yost et al. 
(2000) further share this approach, inc1uding the idea that decision making is based on 
being aware ofthe assumptions that underlie a teacher's reflections. Objects of the 
process noted in this category inc1ude beliefs or assumptions and various aspects of 
practice such as action, problems, and decisions. 
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Category 4: Analyze 
The category "analyze" inc1udes processes of reflection which bring sorne kind of 
critical stance to the activities of reflection. The terms that emerge from the statements 
are c1ear in this respect: "critique"; "criticize"; "critically analyze, review, or examine." 
Examples are interesting here in their revelation of what might be incremental processes 
of reflection. Schon (1983), for example, speaks of reflection as a way to "surface and 
criticize" tacit understandings of the person who reflects (p. 61). "Surface" is inc1uded in 
Category 1, "examine," as a way to bring to light a certain phenomenon. "Criticize" 
moves the reflection to another leve1 of taking a critical stance. Atkins and Murphy 
(1993) refer to the "critical analysis of feelings and knowledge" (p. 1190). Objects of the 
analytical process of reflection inc1ude information, practice, tacit understandings or 
beliefs, knowledge, feelings. 
Category 5: Evaluate 
This category centres on the evaluative process in reflection. Terms in this 
category refer to a process of evaluating or questioning actions or experiences or 
assumptions: "interrogate," "question," "evaluate," "self-evaluate." The suggestion is that 
there is a questioning or evaluating of the merits of sorne object of reflection. Shepel 
(1999), for example, notes that reflection is "a form of slightly distorted self-evaluation," 
because the emphasis is on judgement rather than data collection (p. 86). 
Knight (1996), like sorne authors mentioned in the previous category, also 
acknowledges stages in the reflective process, describing reflection as a process which 
"enables the practitioner to identify and evaluate the quality of information used by her in 
the design of professional action" (p. 5). So "identify," which appears in the li st for 
Category 1 as weIl, means that a practitioner might begin with the process of looking at 
or seeing something; he or she then moves to evaluation of this same phenomenon, in this 
case, the information that has provided the basis for the design of action. Objects of 
reflection in these cases are different aspects of practice and the self, information, and 
beliefs or assumptions. 
74 
Category 6: Construct, Develop, Transform 
The statements inc1uded in this category suggest that sorne of the pro cesses of 
reflection are related to constructing, or developing sorne former or new aspect of the 
object ofreflection, or transforming one thing into another - working through the object 
ofreflection by doing one ofthese activities. Inc1uded here also is the term "reenact," 
which suggests the same type of activity, taking the obj ect of reflection and manipulating 
it, perhaps into something new. In each case, it appears that the object ofreflection is 
renewed in sorne way, or altered, or even transformed into something else. It do es not 
remain the same as it was before reflection. 
ln statements about the first step in this category, "construct," Shulman (1987) 
mentions reenactment and reconstruction as processes of reflection. Grimmett et al. 
(1990) see the reflective process in this way: "reflection as reconstructing experience 
(reconstructing action situations, self-as-teacher, taken-for-granted assumptions about 
teaching)" (p. 23). Loughran's (2002) idea is that reflection involves framing and 
reframing the practice setting so that later action can respond to the framing. Korthagen 
and Wubbels (1995) take a similar approach. For them, reflection is a mental process 
which involves "structuring or restructuring an experience, a problem or existing 
knowledge or insights" (p. 55). AlI ofthese authors appear to consider these activities in 
reflection as producing a somewhat changed perspective; the acts ofreconstructing or 
restructuring or reframing or reenacting lead to a new version ofwhat is reflected upon. 
Objects ofreflection in these cases are experience, problems ofpractice, the self, and 
assumptions. 
ln the "develop" step ofthis category, learning and the development of 
competence or self-awareness are processes within reflection; the practitioner formulates 
new ideas and develops a way to respond to what emerges from the reflection. Moon 
(1999) stresses the idea ofreflection as a process oflearning: "reflection is learning" (p. 
99). PolIard and Tann (1993) recognize reflection as a process for developing 
competence; Osterman and Kottkamp (1993) see it as a way to develop self-awareness, 
especially with regard to performance. LaBoskey (1994) has this same view that 
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reflection enhances the development of the person who reflects; she notes that the 
formulation of ideas is part of the process of reflection. This step, therefore, stresses the 
process of reflection as a means for development, for becoming something more as a 
practitioner. Objects ofreflection include practice and the self. 
A third step in this category has to do with the creation of something new. The 
terms that are prominent here, "translate," "turn," "transform," "adapt," relate to the 
processes ofreflection which change things into something else. In these cases, the object 
of the reflection, and sometimes the person who reflects, undergo change as part of the 
process. McAlpine and Weston (2000) see that experience is tumed into knowledge 
through the process ofreflection; Kompfand Bond (1995) see adaptation to 
circumstances and information as a concem ofreflection. Silcock (1994) sees reflection 
as a process which involves reworking knowledge and then linking social and knowledge 
contexts, leading to the translating of one kind of experience into another kind. Rodgers 
(2002a) looks at reflection as a transformative pro cess as weIl. However, she notes that 
reflection is a "tool or vehicle" for transforming "raw experience into meaning-filled 
theory" in the interest of serving the individual's and society's increased moral growth (p. 
861). This transformative process within reflection has definite links to a subsequent 
discussion of rationales for reflection revealed in the definitions. Objects of reflection for 
the processes described here can be experience and information. 
Ordering of categories of pro cesses 
The statements of reflective processes that appear in the literature do not, of 
course, appear in a particular order. The ordering of the categories in Table 6.1 is my 
own, as l try to make sense of the way in which the reflective processes may be carried 
out. It seems appropriate to consider that there are levels of reflective processes; in fact, 
there is support in the literature for this type ofthinking. Van Manen (1977), for example, 
notes three levels ranging from technical treatment of action through analysis of 
assumptions underlying practice to questioning ethical and moral aspects of decisions. 
Sparks-Langer et al. (1991) see reflection happening in increasing levels of description 
and explanation. Looking at the six categories indicated in the present analysis, it is 
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possible to see that a beginning process within reflection might be that of "examining" 
what is already existent: experience, practice, assumptions, for example. A further level 
might be "thinking" about the observation conducted at the first level, and a yet further 
level might be that of "understanding" the meaning of the reflection. Beyond this level 
might be that of "solving problems" that have become evident, leading to a process of 
"analyzing" and even further "evaluating" actions or thoughts. This analysis or evaluation 
could result in "constructing" new actions or experiences and then "developing" ideas or 
competence or awareness. A final related level could be the "transforming" of previous 
information, experience or action into something new. The categories ofprocesses of 
reflection resulting from an analysis ofthe definitions produce, therefore, an interesting 
perspective on what is regarded in the literature as the act of reflecting. 
It is important to note that the issue of levels of reflection is an umesolved one. 
While many authors mentioned above see the processes of reflection happening at 
different levels of sophistication or complication, there has been no previous effort to 
seek commonalities across these proposed levels. It must also be noted that one author 
(Fendler, 2003) does not agree with the ide a that there may be levels of reflection. Rer 
views on this subject will be dealt with in Chapter 7. 
The categories of reffective processes and Bloom's Taxonomy of Educational 
Objectives 
The establishment of the categories as described above led to the emergence of 
the possible links these categories might have with other ideas. Reading through the 
names of the processes for each category called to mind a similar list of activities, that in 
Bloom's Taxonomy of Educational Objectives (Bloom et al., 1956). An interesting aspect 
of this analysis of reflective processes is the link that might be made between the 
categories as described here and the Taxonomy of Educational Objectives, in particular 
the revised version ofBloom's taxonomy (Anderson & Krathwohl, 2001). The revised 
levels in this taxonomy are as follows: remembering, understanding, applying, analyzing, 
evaluating, and creating. The six categories suggested in the present analysis of 
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staternents about the process of reflection have parallels with the list in the taxonorny, as 
shown in Table 8, below. 
Table 8. Matching of reflective processes and Bloom's Revised Taxonomy 
Remembering Category 1: Examine 
Understanding Category 2: Think and Understand 
Applying Category 3: Prob1em-so1ve 
Analyzing Category 4: Ana1yze 
Evaluating Category 5: Eva1uate 
Creating Grouping 6: Construct, Deve1op, Transform 
There are sorne intuitive links between the two lists. While Anderson and 
Krathwohl (2001) name the first level in the revised Bloorn taxonorny "rernernbering," 
there are cornrnonalities with the category "examine" in the present study. The words 
suggested by Anderson and Krathwohl as narnes for processes under "remernbering" 
coincide in sorne cases with the processes ofreflection in Category 1. For example, they 
inc1ude identifying and recognizing as processes of rernernbering; both "identify" and 
"recognize" are found on the li st ofprocesses in the category "examine." Although 
rernernbering and exarnining are not exactly the sarne thing, clearly sorne of the processes 
overlap. "Look back," for exarnple, rnight be considered akin to rernernbering, as rnight 
"bring into focus" or "explore" or "uncover." 
The revised version of Bloorn's taxonorny (Anderson & Krahwohl, 2001) 
considers "understanding" as the second level of educational objectives related to 
cognitive processes. The study described here presents "think and understand" as the 
second category of cognitive processes. In this case, "explain" shows up as a process 
cornrnon to both. Other processes rnight be considered as linked. "Interpreting" in the 
revised taxonorny could have a sirnilar sense as "give significance to." "Clarifying" has 
links to the ide a that reflection is a way to "perceive rneaning," as does "inferring." 
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The third category of reflective processes, "problem-solve," may not coincide 
exactly with "applying" in the taxonomy; however, there are sorne obvious connections. 
Solving a problem, as a process named in the definitions of reflection, might involve 
what the taxonomy calls "executing" or "implementing." 
There are even more evident connections between the fourth and fifth levels of 
the taxonomy, "analyzing" and "evaluating," and the fourth and fifth categories of 
reflective processes l have identified from the definitions. Here both "analyze" and 
"evaluate" appear. In a similar way as in the previous levels and groupings, the terms for 
the processes overlap. An example is "critique." 
The finallevel of the taxonomy, that of "creating," has links to the fifth category 
of the reflective processes. It would be logical to consider that "construct," "develop," 
and "transform" might be processes of creation. Anderson and Krathwohl speak of 
"designing" and "constructing" and "hypothesizing," all ofwhich might relate to 
processes of reflection mentioned in the definitions in this study. l note, for example, that 
"construct" and "reconstruct" appear in this category, as do es "formulate ideas," which 
might connect to "hypothesizing." 
There are sorne mismatches that should be noted. These may be the result of my 
personal interpretation of the definitions studied. Anderson and Krathwohl, for instance, 
place "translate" in the level of "understanding." l have considered it a process that might 
be more creative, in the fifth grouping under "transform." 
What the suggested links between the processes ofreflection and Bloom's 
taxonomy raise as questions are important. One question certainly pertains to the nature 
of the cognitive engagement in reflection. 1s it reasonable to consider that these processes 
ofreflection are in sorne ways developmental? The links between the two lists might 
imply such a perception of reflection. However, this is a speculation that would require 
verification. 
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The affective dimension of the pro cesses of reffection 
One aspect of the processes of reflection did not fit tidily into any of the above 
categories, but is worth mentioning because it suggests a somewhat different take on 
what reflection is. Smyth (1989) writes about having concem, and he me ans concem not 
only for teaching processes and knowledge about teaching, but also "macro concems 
about politicallethical principles underlying teaching and the relationship of schooling to 
the wider institutions and hierarchies of society" (p. 4). His use of the word "concem" 
suggests an affective involvement in the reflecting on such things, and for this reason his 
statement lies outside the established categories. 1 mention it because the notion of affect 
as it operates in reflection is unc1ear, and this example might prove interesting in an 
exploration of the role of affect in reflection. 
A range ofterrns can be understood to comprise the notion of affect. Feelings, 
emotions, interests, attitudes, and values are concepts often considered in relation to 
affect (Hauenstein, 1998; Krathwohl, Bloom, & Masia, 1964). The categories of 
processes that result from this analysis are evidently mainly cognitive. There are, 
however, sorne hints at a more affective dimension to the reflection. This could be 
considered in the examples in "examine" which suggest that part of the process is to "be 
aware" or to "pay attention." ln the category "think," the process "think and feel" 
suggests an affective component to reflection. Again in "construct, develop, transforrn" 
the process which suggests developing "self-awareness" might have a more affective 
tone. Despite these scattered examples of a possible affective dimension, the categories of 
reflective processes appear to identify mainly cognitive activities. 
Objects of reffective processes 
Clearly, from the definitions analyzed, the processes ofreflection can have 
different objects. Something is reflected upon in the process. From the definitions 
analyzed in this study, the li st of possible objects ofreflection is long. Sorne people 
consider reflection as focusing on knowledge of one kind or another, while others see 
experience as the focus. Others note that reflective processes have beliefs, assumptions, 
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understandings or values as their object; still others note that reflection focuses on 
feelings. Ecc1estone (1996) uses the tennfocus ofreflection to mean what 1 name here 
object of reflection. She makes the comment that it is the underlying values of the person 
reflecting that dictate the focus or object of reflection. 
No evident pattern can be seen in the way the objects ofreflection link to 
particular cognitive processes. Sorne are the object of a range of processes, as in the case 
ofpractice, which links to the categories "examine," "analyze," construct," "develop," 
and "think." The same is true of the self as an object ofreflective processes; it can be the 
focus of processes that include the categories "examine," "think," "analyze," and 
"develop." It is fair to conc1ude that the literature discusses a wide range of objects of 
reflection with no seeming link between particular processes of reflection and individual 
objects. In fact, the objects of reflection found in the definitions are frequently mentioned 
in a non-specific way. For example, Boyd and Fales (1983) mention that in reflection, 
"the experience that is explored and examined to create meaning focuses around or 
embodies a concern of central importance to the self' (p. 101). They do not identify 
exactly what such a concern might be. 
The objects of the reflective processes examined in this study are displayed in 
Table 9. These obj ects of reflection are gathered from the statements of cognitive 
processes selected from the definitions of reflection used in this analysis. 
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Table 9. Objects of the reflective processes 
Objécts oftb.'t,f:~!it~iive ...••.. , 
.'. EI~m~rit$.,.ir;!çl~:d~4:··· 
. 
proc.$~es . . ,,\' ., .. '''' ,"'''' , 
Practice Performance (of the teacher or learner), action, 
teaching, competence, goals, problems, decisions, 
outcomes (effects and consequences of teaching, 
social and ethical implications), contexts (social and 
knowledge contexts, practice contexts), knowledge 
about c1assroom events 
Social knowledge 
Experience 
Information 
Theories 
Meaning 
Beliefs Views of teaching, assumptions, values, former 
views, thoughts, insights, relationship between 
thoughts and actions 
Self Feelings, ourselves, what is going on around and 
within us, self-awareness 
Issues of concern Unspecified 
Analysis of rationales in the definitions of reflection 
The rationales for reflection that emerged from this analysis are important in the 
definitions. The rationales differ from the processes of reflection in the statements 
examined in significant ways. As mentioned above, if one regards the rationales for 
reflection as statements about the value of the process, then the statements of rationale 
take a specific shape. This shape often is revealed in the language of the statement when 
an author discusses the reflective process as "resulting" in a certain outcome or "leading" 
to something of value or significance. For example, Boud, Keogh and Walker (1985) say 
that people reflect "in order to lead to new understandings and experiences" (p. 19). Boyd 
and Fales (1983) say reflection "results in a changed conceptual perspective" (p. 101). 
Osterman and Kottkamp (1993) note that the development ofincreased self-awareness 
about a teacher's performance "creates opportunities for professional growth and 
development" (p. 19). This "creation" is a rationale for reflecting. 
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1 grouped the statements of rationales into categories that name their particular 
nature. Seven categories resulted. Table 10 indicates the categories ofrationales in the 
definitions ofreflection and the key items that were placed in each category. While most 
terms are verbatim from the work used, sorne have been adjusted for the table. For 
example, sorne verb forms have been changed in the interest of maintaining a parallel 
structure. Therefore, "grounding" becomes "ground." The exact version appears in the 
discussion of examples that follows. As well, the frequency of the occurrence of the key 
terms is indicated on the right side of the table. In the discussion that follows the table 1 
will describe the categories which emerged from the analysis and the ordering ofthese 
categories in the table. 
Table 10. Categories of rationales for reflection 
Catêgory 1 - 1. '. ril"'r'lirr'Qnt~QC: 
" ThinI<' differently or more clearly 
The rationatesin!thlscategorY~tlggest incr;fiased understanding asareasonfor 
. reflection. 
Key terms Occurrence 
Make new sense; look at things as other than they appear 2 
Create and c1arify meaning; create meaning and conceptualizations 2 
Complex understandings emerge 1 
New understandings and appreciations 2 
Deeper and c1earer understanding; understand better; newfound 3 
c1arity 
Enrich, make more thoughtful 1 
Increase effectiveness of thinking 1 
New perspective 1 
Become aware or relationships; become aware of feelings, 2 
opinions, princip les 
Construct knowledge and meaning 1 
Build theory 1 
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, ..... ······CatêgOry2 - 4 oCcurrenCes; 
" ,..L... .. .;Justify onr'~stan;9~~'!!,;,! • 
. The:;r,ClJ!~fJLfJ~f:J'J ,IM$.. çategorydnvolve justffication! O}theiJfles,or,pelieft gtactions as a 
".' valuablerationak'" : .. 
Key ter ms Occurrence 
Ground explanations in evidence 1 
Fidelity to theory or practice 1 
Provide heartfelt justifications 1 
Support hypotheses 1 
Category:3;... 4 ocçurn~ncês 
,. Think;aboLJtactions, Qf decisions 
The rationales'iJ1thîs category involveq?Jg1ysis as a rationalefor refle'ction. 
Key terms Occurrence 
Build judgments 1 
Informed, thoughtful, deliberate analysis 1 
Critique conditions of action 1 
Produce critique and rnovernent beyond cornrnon sense thinking 1 
>;!,"'.>Category4u75 ,occurr~mç;~~'!:"\!';!" 
GhangethiOKing or kr:lP\fi(I~qge . 
This category refe,r,~to. generic:~:'i,qgnitive ch,q~~~[iù Cl rationale for.refleëtion. 
Key terms Occurrence 
Meaningful successive conceptual developrnent; changed 
conceptual perspective 
Cognitive change 
Change of experience into knowledge 
Change oftacit to explicit knowledge 
84 
2 
1 
1 
1 
Cat~gory 5 - 15dccurrehéês 
>Yi Take or im:PI9ve açtip/1 
Theratioifalë'§i'nlhis cafegory indicatethepow'ê'r'iofrëflection to'irrform and improve 
,..... action or performance. 
Key terms Occurrence 
Take action 1 
Infonned, committed action 1 
Redesign practice; sharpen, add to redirect and refonnulate actions; 4 
change action; problem-solve 
Professional growth, development, improvement; learn and teach 3 
about teaching 
Improve competence, achieve professional objectives 2 
Maximize delivery of educational ends 1 
Purposeful change (in relation to action) 1 
Uncover difficulties or problems that impede progress 1 
Enhance wisdom-in-action 1 
'CategQry,,6.:7 5 occurrences"":>': .. h 
>,,:,:1:'" Improvë'student learning . 
Thiscategory includesreforences to the improy!?tf'lf/ntôfstudent learning a~ Cl reason to 
. ..'J' ... reflect ...... . 
Key terms Occurrence 
Increase the quality of education 1 
Bring about valued effects on student leaming 1 
Improvements in client outcomes 1 
Meet needs of students 1 
Engage students in meaningfulleaming 1 
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Category 7~ 130ccurrehce~ 
··,Alter self or society. 
This category in.clu4~s,i:i,çf~as aboutthe power ofrejlectiontoalt~t 9rtransform(!ither the 
, .. ·;;,iJi'.i i·· •..••.. persan who reflecfs orsrt(;i~'fY~i L·· ',;:.;: 
Reintroduce concems about, make links with, consider ethical, 2 
social, political issues 
Transform 1 
Commit to equality and respect for differences 1 
Discovery and assessment of personal meaning 1 
Politicalliberation 1 
Univers al personalliberation 1 
Transformative learning; personal and social transformations; 3 
emancipatory leaming 
Self-development 1 
Decisions of empowerment and emancipation 1 
Moral growth of the individual and society 1 
Category 1: Think differently or more clearly 
Category 1, "think differently or more c1early," contains frequently occurring 
rationales in the literature. Many authors mention a valuable result of reflection to be that 
of achieving better or c1earer understanding of one's practice or of one's assumptions or 
beliefs or theories. While it is c1ear that this increased understanding is a rationale for 
reflection, authors are not always clear on the object ofthe understanding. At times it is 
made explicit, as in references to understanding the self (Boyd and Fales, 1983) or 
c1assroom events (Wildman and Niles, 1987), or "oneselfas a teacher" (Freese, 1999, p. 
898), but at other times it is more vague, as in general references such as Boud, Keogh 
and Walker' s (1985) ide a that reflection on experiences causes "new understandings and 
appreciations" to develop (p. 19). 
However, in general authors are strongly insistent that reflection is important in 
causing a deeper understanding or increased capacity to think about issues. Louden 
(1991) mentions this increased understanding as well. He considers "deeper and c1earer 
personal understanding" as a benefit ofreflection (p. 149). Van Manen (1991) sees the 
power ofreflection to "enrich, make more thoughtful, my future pedagogical experience" 
(p. 532); Atkins and Murphy (1993) write of a "new perspective" that develops from 
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reflection (p. 1190). Wildman and Niles (1987) note that "complex understandings 
emerge" (p. 27). Korthagen (1993) considers the result to be teachers "becoming aware 
of the relationships of their actions and their inner processes" (p. 321) as well as 
"becoming aware" oftheir "gui ding gestalts" (p. 324). Conway (2001) develops the idea 
that one can "understand better the meaning oflived experience, one's relationship within 
and to the world" (p. 90). Jay and Johnson (2002) refer to a "newfound clarity" as the 
basis for change (p. 76). 
This enhanced understanding might also show in the creation of meaning or the 
constructing ofknowledge. Schon (1983), for one, notes that a practitioner can "make 
sense of the situations ofuncertainty or uniqueness" (p. 61). Boyd and Fales (1983) state 
that reflection creates and clarifies meaning; Colton and Sparks-Langer (1993) also state 
that reflection can help teachers to "construct knowledge and meaning" (p. 48). Taking a 
similar approach in terms of reflective learning in higher education, Brockbank and 
McGill (1998) emphasize the "creation ofmeaning and conceptualization from 
experience and that capacity to look at things as potentially other than they appear" (p. 
84). 
Category 2: Justify one's stance 
The second category, under the heading 'justify one's stance," indicates that 
many people feel justification or substantiation is a reason for reflecting. Examples show 
that it is important in reflection to be able to make sure that what one is doing or thinking 
is valid. Shulman (1987), for example, mentions that reflection me ans "grounding 
explanations in evidence" (p. 15). Louden (1991) finds that "fidelity to sorne theory or 
practice" might be the "end in view of an act of reflection" (p. 149). Although Louden 
uses the term goal to identify this "end" of reflection, it fits more closely in this analysis 
to a rationale, or reason why reflection might be valuable. Zeichner and Liston (1996) 
note that providing "heartfelt justifications for one's beliefs and actions" is entailed in 
reflective teaching (p. 48). There is a concern, then, in the discussions ofreflection, that it 
allow for sorne kind of confirmation of one's thinking or justification that what one has 
been thinking or doing is acceptable. 
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Category 3: Think about actions or decisions 
Category 3, "Think about actions or decisions" suggests a somewhat higher value 
than the development of increased understanding or justifying or taking of action. Here, 
practitioners gain a critical stance to their practice from reflection, resulting from a deep 
or extensive examination of sorne aspect of this practice. Wildman and Niles (1987) 
consider the building of "explicit and complete data-based judgrnents" as a rationale for 
reflection (p. 27). Surnsion and Fleet (1996) speak ofreflection leading to "inforrned, 
thoughtful and deliberate analysis or contemplation of one's beliefs and actions" (p. 121-
122), suggesting a somewhat in-depth activity involving analyzing rather than simply 
understanding. Pollard and Tann (1993) recognize this type ofthinking as going "beyond 
the limitations of common sense thinking" and thereby producing "critique and 
movement" (p. 20). AlI these rationales emphasize the increased power of the person who 
reflects to be more critical ofhis or her understandings or actions. 
Category 4: Change thinking or knowledge 
Category 4, "change thinking or knowledge," is about generic or cognitive 
change, referring particularly to change related to knowledge development. In this 
category, authors refer to the kinds of change that cause one type ofknowledge to change 
to another or to the development of concepts. Boyd and Fales (1983) suggest reflective 
learning can cause a "changed conceptual perspective" (p. 101) and Kompf and Bond 
mention "meaningful successive conceptual development" as a rationale (p. 31). Yost et 
al. (2000) also mention "cognitive change" in relation to reflection (p. 41). Other authors 
note further changes in knowledge: reflection as a "mechanism for tuming experience 
into knowledge (McAlpine and Weston, 2000, p. 364) and reflection as a means for 
converting tacit into explicit knowledge (Knight, 2002a, p. 28). Knight (2002b), in a 
related article, provides an additional view ofthis changing ofknowledge. This grouping 
appears to link to views of reflection as an act of metacognition. 
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Category 5: Take or improve action 
Category 5, "take or improve action" concems an apparently frequently occurring 
rationale for reflection as a means for causing action to be taken in professional practice. 
The words "action" and "practice" figure prominently in the formulations of this 
rationale; related to a focus on improving action is improving the thinking about 
professional issues that go es with it. Hullfish and Smith (1961) write about reflection as a 
way to form hypotheses leading to "action taken on the basis of the best-supported 
hypothesis" (p. 43-44). Kemmis (1985) very clearly states that a 'product' ofreflection is 
praxis, which he defines as "informed, committed action" (p. 141). Noordhoffand 
Kleinfeld (1990) see a potential for "redesigning one's practice" (p. 168), while Griffiths 
and Tann (1992) see those who reflect increasing the "effectiveness oftheir own 
professional thinking" (p. 82). Osterman and Kottkamp (1993) note that reflection results 
in a development of awareness about practice that "creates opportunities for professional 
growth and development" (p. 19). Other authors also see the power of reflection to 
improve practice and professional activity. Si1cock (1994), for example, acknowledges 
reflection's "educative powers" and its "potential for professional improvement" (p. 283). 
In a twist on the same ide a, Bengtsson (1995) refers to the pedagogical value of reflection 
for teachers who can leam about teaching practice or teach about teaching as a result of 
the increased self-knowledge developed through reflection. Bright (1995) refers to the 
"improvement ofprofessional competence" (p. 69). Hatton and Smith (1995) also 
mention the improvement of action (p. 40). Wellington and Austin (1996) are even more 
specifie when they mention that their concept of the technical orientation of reflection 
leads a practitioner to "maximize efficient and effective delivery of prescribed 
educational ends" (p. 309). Knight (1996) also sees reflection as leading to 
"improvements in the competence ofprofessional action" (p. 1). This improvement 
seems similar to what Shepel (1999) calls "purposeful change" (p. 86). She considers 
reflection an ability to regard action as the subject of change. Clark (2001) is even more 
expansive in his approach to reflection as a way to "sharpen up, add to, redirect and 
generally reformulate actions that one has become dissatisfied with" (p. 87). Artzt and 
Armour-Thomas (2002) suggest that reflection leads to "transformation in teaching" and 
the reflective phase can "uncover difficulties or problems that, ifthe teacher does not 
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address, may impede progress toward self-improvement in teaching" (p. 7) Loughran 
(2002), perhaps thinking ofShulman's (1987) term "the wisdom ofpractice" (p. 15) says 
that through reflection the practitioner's "wisdom-in-action is enhanced" (p. 42). There is 
obviously in the literature a strongly expressed sense that reflection has an effect on 
action in professional practice. 
Category 6: Improve student learning 
Category 6, "improve student leaming" and its related terms are found in various 
places in the literature. A somewhat indirect reference to the power of reflection to affect 
leaming is made in Pollard and Tann (1993), who say that it can "lead to a steady 
increase in the quality of the education which is offered to children" (p. 4). Copeland et 
al. (1993) are more direct in their statement that reflection allows practitioners to identify 
problematic issues and solve these, bringing about "valued effects on student leaming" 
(p. 358). Knight (1996) says something similar about reflection improving professional 
action and "resulting client outcomes" (p. 1). One could assume that client outcomes in 
an educational context would include leaming. Lyons (1998) is quite explicit in her view 
that the activities of reflection help teachers to "meet the needs of students" (p. 115) and 
as a result make connections to their values which lead towards "engaging students in 
their own meaningfullearning" (p. 126). This latter type of leaming has sorne links to the 
next category as well. 
Category 7: Alter self or society 
Category 7, "alter self or society" is perhaps the most far ranging in its scope 
because it considers self and society together. It is about transformations of either self or 
society, or both, and differs from Category 4, "change," in being much more specific to 
these two areas. The changes in Category 4 relate mainly to changes in knowledge. Here 
we must consider not just change but significant transformation or alteration of self or 
society. These transformations or alterations can have moral or ethical or even political 
reverberations. The examples of this category in the literature point to the power of 
, 
reflection to affect the self or society in major ways. Grimmett et al. (1990) state that 
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transforming is one ofthe purposes ofreflection (p. 35). Sparks-Langer et al. (1991) see 
that reflective thinking is comprised of different types of explanation, one of them being 
"consideration of ethical, moral, political issues" (p. 27). Zeichner and Liston (1996) 
suggest something about influences on society when they say that reflection involves also 
a "commitment to equality and respect for differences" (p. 48). Wellington and Austin 
(1996) mention that one oftheir orientations ofreflection, the transpersonal orientation, 
"centres on univers al personalliberation, while the dialectic orientation "advocates 
politicalliberation" and the deliberative orientation "places emphasis on the discovery, 
assignment and assessment ofpersonal meaning within an educational setting" (p. 309-
311). They suggest, obviously, that these various orientations to reflection can have 
powerful effects on the self and on society. Mezirow (1998) discusses "critical self-
reflection of an assumption" as a powerful type of reflection involving a "critique of a 
premise upon which the leamer has defined a problem" and resulting in "significant 
personal and social transformations" (p. 186). While it is true that Mezirow is here 
referring to the reflection of an adult leamer, one might easily consider teachers who 
reflect as adult leamers, for whom the result of reflection might be the same powerful 
transformations. Kreber and Cranton (2000) reinforce this idea in their discussion of 
Mezirow's three levels ofreflection - content reflection, process reflection, and premise 
reflection - which alllead to leaming that is either instrumental, communicative or 
emancipatory (p. 485). This emancipatory effect of leaming may be somewhat different 
from that noted in the previous category, which is not so explicit about the kind of 
leaming. In fact, the leaming noted in category 6 appears to have more to do with 
leaming content or material being taught, and less to do with transformations in broader 
thinking about ethical or moral or political issues. Moon (1999) also writes about this 
type oftransformation, although she does not use this word. She considers reflection as 
leaming, and as such it is "self-development," and "empowerment and emancipation" (p. 
99). Recently, Rodgers (2002a) has written about reflection which "serves the larger 
purpose of the moral growth of the individual and society" (p. 861). A somewhat re1ated 
idea is expressed by Smyth (1989) earlier in the literature when he speaks of"a notion of 
the reflective in teacher education that is both active and militant, that reintroduces into 
the discourse about teaching and schooling a concem for the 'ethical, personal and 
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political' and that is above aIl concerned with a sense ofpower and politics." He goes 
further to say that reflection on teaching has to do with "making the linkages between 
economic structures, social and cultural conditions, and the way schooling works" (p. 4). 
Many authors in the literature, as seen above, have expressed this rationale for reflection 
and reflective practice: the possibility of affecting the self of the person who reflects and 
society in profound moral, ethical and political ways. 
Ordering of rationa/es 
What becomes evident from these rationales and provides an interesting 
perspective on them is their combined internaI and external nature. It is possible even to 
regard the ordering ofthe categories as moving from rationales that suggest a more 
internaI focus to those that suggest a more external focus. 1 have ordered them this way in 
Table 10. The first four categories could be regarded as rationales for reflection having a 
more internaI focus: "think differently or more clearly," 'justify one's stance," "think 
about actions or decisions," "change thinking or knowledge." The last three categories in 
the table suggest a more external focus: "take or improve action," "improve student 
learning," and "alter self or society." There might even be the suggestion that reflection 
involves sorne integration of the self and the outside world: "reintroduce concerns about, 
make links with, consider ethical, social, political issues" is an example. Another is 
"commit to equality" and "respect for differences." The ide a might be that reflection 
causes a person to develop these personal attitudes of commitment and respect with 
regard to external factors such as other people and social and political issues. The 
foregoing discussion might suggest that there is an implied order for these rational es, 
moving from those more internally oriented to those more externally oriented, as 
demonstrated in Figure 1. 
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Figure 1. Movement from internai to external rationales 
Affective aspects of the rationales 
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A thought-provoking revelation that emerges from the analysis ofthese rationales 
is the noticeable affective aspect of sorne ofthem. Affective aspects 1 consider to inc1ude 
feelings, emotions, interests, attitudes and values, as noted previously. While the 
cognitive processes of reflection examined earlier in this paper are consistent in their 
cognitive nature with one small exception noted previously, the rationales appear to have 
a much stronger affective aspect. There appears to be more integration here of cognitive 
and affective aspects in many of the categories listed. Sorne ofthe exact wording 
extracted from the definitions suggests an affective aspect, perhaps similar to the 
taxonomy ofthe affective domain (Krathwohl et al., 1964) in which receiving, 
responding, valuing, organizing and characterizing by value set figure as elements or in a 
revised version of the affective domain (Hauenstein, 1998) in which receiving, 
responding, valuing, believing and behaving are elements. In the category "think 
differently or more c1early," the mention of new "appreciations" is notable, as is the 
statement that reflection might lead to becoming aware of "feelings, opinions." In the 
category 'justify one's stance," "fidelity" is a word that might suggest affect, and 
"heartfelt justifications" surely is a strongly affective phrase. In "take or improve action," 
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the tenn "committed" suggests an affective stance. In category 6, "improve student 
leaming," the phrase "bring about valued effects on student leaming" suggests such a 
bent as weIl. The final category, "alter self or society," is the most obvious in its affective 
content: "ethical issues," "respect," "liberation," "personal transfonnations," 
"empowennent and emancipation," and "moral growth" aIl relate to aspects of the 
affective domain, suggesting values. Many of the tenns noted here connect to the ide as of 
Krathwohl et al. (1964) about receiving as being aware of or sensitive or tolerant of ide as, 
or about valuing as holding certain values dear, or about characterizing by value set as 
acting consistently in tenns of established values. In fact, there appears to be a 
progression from the lower levels which are more about understanding and acting and 
analyzing to what might be considered the higher levels of valuing - the suggestion of a 
movement outwards and beyond the self. This may not be so much a hierarchical 
understanding ofthe rationales as a sense of the difference between internaI and external 
affective aspects. Sorne aspects relate more to the person reflecting, while others appear 
to go beyond the person or the selfto a larger, more societal connection, something 
outside the self. 
Moon (1999) sees emotion as a possible outcome ofreflection in her input-output 
model of reflection as learning. She lists the outcomes or purposes of reflection, which 
are closely akin to the idea of rationales, and designates emotion as an outcome in this 
way: "??emotion" (p. 156). Evidently she is uncertain whether emotion is an outcome of 
reflection, even though she is clear in her designation of it as an input to reflection. In the 
previous discussion, the mention by Zeichner and Liston (1996) ofreflection as 
producing "heartfelt justifications for one's beliefs and actions" may be linked to Moon's 
idea (p. 48). The use of the word "heartfelt" might suggest an emotional component to 
the justifications, giving sorne added force to the idea with which Moon struggles. The 
strongly affective component of the rationales shown in this analysis may he1p to resolve 
the ide a Moon is hesitant to state in a more definite way. 
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Additional rationales 
The seven categories of rationales for reflection described in this chapter coyer 
the ways in which people see reflection having an important value of one kind or another. 
However, there are two possible additional rationales which do not fit neatly into anyone 
of the present categories. l mention them here because they are interesting in their 
divergence from the rest of the thinking about the power of reflection. 
An unusual reference to a result or reason for reflection is made by Wellington 
and Austin (1996), who consider what they calI the "immediate orientation" to reflection 
as emphasizing "pleasant survival" (p. 309). This rationale, if it is one, does not seem to 
fit anywhere among the categories of rationales discussed above; in fact, it is interesting 
in the combination of "pleasant" and "survival," which together might mean that 
reflection has the effect of allowing a practitioner to cope in a reasonably agreeable way. 
A second rationale might be found in Tremmel's (1993) article about the 
connection between Zen and reflective practice. He sees that the act of paying attention 
as a component ofreflection leads to what he calls "mindfulness" and Zen (p. 47). This 
divergent view of the value of reflection has sorne connection to other ways of perceiving 
reflection that will be discussed elsewhere in this paper. As these somewhat aberrant 
views ofwhy reflection might be valuable are not repeated in the literature studied, l 
choose to mention them as interesting without designating a category for them. They 
resurface again in the following chapter as aspects of the critiques of reflection. 
Conclusions 
A number of important indications emerge from this analysis of definitions of 
reflection. Sorne of these indications about the nature of reflection deepen our 
understanding of the concept; others link to sorne ofthe results from the examination of 
works on reflection in professional communities; still others point toward a possible 
beginning framework within which to situate works on reflection and also suggest areas 
for further study. 
95 
The first interesting observation that can be made is the link between the 
rationales that are articulated for reflection and the thinking of Habermas (1972), who 
c1early indicated that reflective practice has an emancipatory purpose in society. This 
thinking reverberates through the rationales for reflection described in this analysis. 
Category 7 ofthe rationales, "alter self or society," contains a c1ear message about this 
particular purpose of reflection, inc1uding the ide a that the emancipation may affect not 
only the self of the person reflecting but also a wider society. This purpose is overt in the 
definitions of reflection examined here: "politicalliberation," "univers al political 
liberation," "personal and social transformations," "moral growth of the individual and 
society," and "decisions of empowerment and emancipation." Dewey (1933) also 
recognized this emancipatory value of reflection. This idea will be returned to in the next 
chapter. 
A second observation is the noticeable overlap between the categories of 
processes and rationales. It appears that certain processes can activate or engender more 
complex ones, as in the case of Category 2, which suggests a move from thinking to 
deeper understanding. In the rationales as well, this movement is noticeable, from very 
internally focussed rationales to more externally oriented ones. The increased 
understanding that may be a reason for reflection as shown in Category 1 is internaI; the 
rationales in Categories 6 and 7 point toward effects beyond the individual. But more 
importantly, the processes and rationales as demonstrated here appear to confirm the 
value of the reflective process for improving thinking, for deepening and consolidating 
ideas, to the point that there may be transformation of one kind or another as a result. In 
the processes this becomes c1ear in Category 6, which suggests that processes of 
constructing, developing and transforming are operative. In the rationales, Categories 6 
and 7 inc1ude values placed on improving student learning and altering the self or society. 
In both processes and rationales, therefore, there is a strong notion that reflection has a 
powerful effect on thinking and acting. 
The duality of cognitive and affective aspects of reflection can be noted in both 
processes and rationales. While the exact nature of this duality is not entirely c1ear, the 
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presence ofboth aspects is evident. In the processes there is an indication ofboth. 
Although this indication may be minimal in the case of the affective aspect, there are 
statements in the processes strongly suggestive of affective components. In the rationales, 
the presence ofthe affective aspect of reflection is very clear. What needs further 
investigation is the way the two aspects work together within reflection. "How does one 
influence the other?" is a question that might be asked. 
A further conclusion that can be drawn from this analysis of the definitions of 
reflection is the connection between the results in this analysis and the previous one on 
reflection across three professional communities. In the first instance, the assumptions 
about reflection that emerged from the first analysis (reflection as leaming, 
metacognition, social practice, problem solving, meaning making, self-development, and 
being) become confirmed in the analysis ofprocesses in the definitions ofreflection in 
this second study. The categories of processes shown here include reference to almost all 
of the assumptions from the analysis of the literature across the three communities; 
learning, problem solving, meaning making and self-development are clearly present in 
the processes; metacognition, social practice and being are less overtly demonstrated in 
the processes but appear to lie beneath sorne ofthese processes. The examination of 
works on reflection in these three communities showed that results of reflection can 
involve sorne kind of generic change, but more importantly can lead to emancipation or 
empowerment. The rationales shown in this second analysis confirm and strengthen this 
idea. In this second analysis a more complex rendering ofthe ideas in the literature on the 
value of reflection is provided. The factors that influence reflection shown in the 
examination of the literature in the three communities of the first analysis (emotion, 
experience, values, context) are also demonstrated in the second analysis. Here emotion 
shows up in the affective aspects of the processes and the rationales, experience is c1early 
an object ofthe reflective process and a subject of change indicated in the rationales, 
values are evident in the rationales, and context is noted as part of practice in the objects 
of the reflective process as well as in the indications of internaI and external rationales. 
This second analysis therefore strengthens the ideas suggested by the first analysis. 
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The two analyses reported thus far begin to show trends in the literature on 
reflection. They lead to a suggestion that a possible framework within which to situate 
works on reflection would need to inc1ude a place for definitions, with both processes and 
rationales for reflection represented, in order to allow for an understanding ofthe 
literature. As well, such a framework would need to take into account factors such as 
context, rationales for reflection and values, which emerge from both analyses as 
important. Furthermore, these two analyses point to the need for additional examination 
of the literature. They both raise questions conceming the underlying thinking on 
reflection that drives an author's adherence to particular assumptions about its defining 
characteristics. In an attempt to discem this underlying thinking, the next chapter will 
report on an analysis ofsome of the prevailing critiques in the literature on reflection. 
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Chapter 7: Analysis of critiques of reflection 
The third lens used to explore the way reflection in teaching is understood was an 
analysis of the critiques in the literature. This analysis followed from the two previous 
analyses of the literature across three professional communities and definitions of 
reflection. 
Purpose and ration ale of the study 
The two previous analyses revealed the need to explore further the understandings 
that drive authors' perceptions ofreflection. The analysis ofthe literature ofthree 
professional communities revealed that additional examination was needed to sort out the 
underlying epistemologies in authors' perceptions. The analysis of definitions of 
reflection suggested that apart from examining the processes and rationales for reflection, 
a deeper analysis was needed to explore the individual stances authors take on reflection. 
The literature on reflection contains many works which critically examine sorne 
of the prevailing ideas about the concept, point out inconsistencies in previous thinking, 
and sometimes even question the power of reflection to promote more effective practice. 
The analysis ofwhat 1 will calI "critiques" in the literature on reflection reported here 
represents an attempt to sort out these discussions. The main intention of this chapter is 
to provide a synthesis of critiques to show prevailing themes in the discussions on 
reflection and problematic issues that emerge. 
The works under analysis in this chapter contain critical discussions of the 
approaches to reflection promoted by certain authors. Sorne works provide an overview 
of earlier surveys of the literature. In this respect, there is at times a view of the literature 
on reflection from a meta-level, stepping back at a point in time to review and critique 
work that has gone before. This third analysis sets out to answer the following question: 
What do critiques of the literature on reflection reveal that might help us 
ta understand the complexifies apparent in the literature? 
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ln addressing the question, 1 will first explain the steps of the methodology 
specific to the analysis of the critiques. 
Methodology 
In Chapter 3, which outlines the overall methodology for this study, six 
methodological steps were outlined for the entire study. The two previous chapters 
reporting on the analyses of literature in professional communities and of definitions of 
reflection described methodological steps particular to those analyses; similarly, this 
chapter will contain details specific to the analysis of the critiques for the first three steps 
of the overall methodology. As the last three steps relate to the three analyses together, 
more detailed explanation of them will be reserved for a subsequent chapter which 
merges the results of the three analyses. 
1. Defining a corpus 
As mentioned in the two previous analyses, the initial reading for this study 
comprised over 200 works from the broadly situated literature on reflection. As with the 
analyses reported in Chapters 5 and 6, it was necessary for this analysis of the critiques in 
the literature to delineate a corpus of works from this larger group to examine. The 
following discussion will explain the definition of "critique" used for this analysis and 
will describe the way works were selected to meet the definition. 
Defining the term critique 
Webster 's new twentieth century dictionary (1983) de fines critique as "a critical 
analysis or examination of the merits of a work of art or literature; the art of criticism, the 
judging of the merit of any work." l used this definition as a starting point to search the 
literature for works that constituted critiques. In my view, this definition suggests that a 
critique can have both positive and negative aspects; its intention is to assess the quality 
or value of a work. In doing this, it might highlight flaws, but it might also praise. In 
either case, it represents a critical stance taken by an author to a work studied. 
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Sorne authors state clearly that their work is a critique. For instance, Kompf and 
Bond (1995) specifically identify their article this way: "While such a critique as this is 
not intended to be comprehensive or exhaustive, we feel we have identified certain 
weaknesses in current applications of reflective thinking" (p. 30). Obviously this type of 
work is included in the list of critiques examined. Other works fit the definition because 
they provide a critical analysis or examination of the literature on reflection or discuss the 
merits of other works. 
Selection of works to study 
ln keeping with the above dictionary definition and the way authors such as 
Kompf and Bond have understood the term critique, 1 began exploring the literature for 
works on reflection which could be characterized as critiques because ofthe critical 
analysis or the discussion ofmerits in the literature on reflection they contained. 1 
narrowed the overall body of more than 200 works on reflection used in this study to a 
list of 29 critiques that coyer a historical range, cross the three communities analyzed 
previously and represent different types of critiques. The methodology followed involved 
repeated readings ofworks that suggested themselves as critiques. A first reading was 
aimed at gaining an understanding of the types of critiques that might exist and resulted 
in the compilation of a li st of types. Subsequent readings were used to categorize 
individual works within the typology. 
As a result of this reading, works which in any way demonstrate a critical 
examination of other works in the literature on reflection were included; however, they 
differ in the way they do this. Several of these works are directed at the ideas of Dewey 
and Schon about reflection. Other critiques provide an overview of what has been said 
about reflection to a certain date, suggesting problematic topics or approaches or areas of 
controversy. Included in this category are works which provide an overview not only 
about what has been said about reflection, but also about the critiques ofwhat has been 
said, and so we find one author stepping back from another author's critique to provide 
his or her own critique - in other words, a removal from the discussion of a critique to 
include another layer of critique. Sorne works provide a critique by showing what may be 
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missing from the literature, and their discussion explores the missing element or 
elements. And still other works go further than simple critique of an author or authors to 
the laying out of a framework or model of reflection; the framework results from the 
critique. The following is a list of the types of critiques chosen for analysis: 
1. works that critique Schon's and Dewey's ideas about reflection 
2. works that provide a critical overview ofthe literature on reflection 
3. works that identify missing elements in the literature on reflection 
4. works that critique the literature and lead to a framework or model of 
reflection 
It is important to note that sorne critiques could have been categorized under more 
than one heading. In these cases, to avoid confusion, they were placed in the category that 
represents either the largest section of the work or the section that appeared to be the 
culmination of the critique. For example, Zeichner and Liston's (1996) book contains a 
critique of Schon, yet their entire critique of the literature on reflection leads to an 
explanation of the five traditions they see as representing operative epistemologies. In 
this case and in similar ones, 1 tried to capture both the lesser and the more significant 
ide as from the discussion at a relevant point. The only exception is the work ofEraut 
(1994, 1995). Since one ofhis works was devoted entirely to critiquing Schon, it 
deserved separate treatment, and since another work outlined his lengthy treatment of the 
time of reflection as a neglected element in the discussion, these two works were placed 
in separate categories. 
It is important also to note that while the critiques cross the three communities 
examined elsewhere in this study, sorne critiques are difficult to place in any one 
community. As critiques, by their very nature, they sometimes refer more generally to the 
literature on reflection and do not confine their discussions to the ideas of one particular 
community. 
Appendix D provides summaries of the critiques analyzed in this part of the study. 
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2. Studying the content of individual critiques and isolating important 
characteristics: recurring themes 
The problem of terminology 
Before explaining the steps involved in the isolation ofthemes, 1 would like to 
reiterate one ongoing complication in any study of reflection: the problem of confusing 
language in the literature. Much has already been said about this problem earlier in this 
paper, but it is important to be aware that evidence ofthe problem occurs frequently in 
the critiques. Grimmett et al. (1990) note the issue of shared terminology and the 
confusing results ofthe lack of c1ear language for discussing reflection. They attempt to 
c1arify the thinking about reflection by delineating three perspectives resulting from their 
study of the literature on reflection that had developed by 1990. Interestingly, they 
consider it important to explain their use of the termperspective. While acknowledging 
the general problem of confusing terminology in the literature on reflection, they wish to 
make certain that their use of this particular term be understood; for them, perspective 
refers to a "c1uster of studies that appear to possess similar epistemological commitments 
regarding the roles and purposes assigned to a knowledge base in the reflective process" 
(p. 23). It is helpful that they make this precision about their use of a term; however, an 
examination of the critiques on reflection reveals that this literature contributes as well to 
the confusion mentioned earlier. In trying to come to terms with what might be 
epistemological underpinnings for various understandings of reflection, these authors use 
the termperspective. Zeichner and Liston (1996) do a similar survey ofthe 
understandings of reflection in the literature, but they use the term tradition to outline 
five ways in which reflection has been treated. These traditions have sorne connection to 
epistemologies, as do the perspectives of Grimmett et al. This type of difference in 
terminology is frequent throughout the literature on reflection, and is c1early evidenced in 
the works that can be considered critiques. Because this aspect ofthe literature on 
reflection has been discussed extensively elsewhere, it is not inc1uded in the analysis of 
the themes that emerge from the critiques, but it is important to note here that it is a 
persistent problem. 
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Identification of themes 
In the analysis of the critiques, 1 used the procedure outlined below to identify 
significant themes: 
a. After initial reading, 1 wrote summaries for each critique; a review of these 
summaries resulted in the highlighting ofkey words and phrases that represented 
major ideas. In writing these summaries, 1 made every effort to be as faithful as 
possible to the terminology used by each author. Summaries of each of the works, 
inciuding highlighted words and phrases, can be found in Appendix D. 
b. 1 reread the summaries to understand the nature of the discussion in each critique, 
noting problems that were identified, prominent and recurring themes, 
controversial issues, and indications by authors of missing elements in the 
literature on reflection. 
c. 1 established a li st ofthemes, beginning with epistemology, process and rationale, 
which also appeared as prominent in the two previous parts of the study. 1 reread 
works and summaries for additional themes; those which surfaced were the results 
or outcomes of reflection, the connection between reflection and action, and the 
position of the selfwithin a context as an aspect ofreflection. These 1 added to the 
initial three to make the six themes that emerged. In establishing the themes, it 
was sometimes necessary to transfer an author' s term into a general term that 
captured the idea and could be used across the critiques. For example, Zeichner 
and Liston's "traditions" was transferred to "epistemologies," as their 
understanding of the traditions indicated a sense of epistemology. "Epistemology" 
became the name of the larger category which subsumed a diversity of terms used 
by individual authors. In the summaries found in Appendix D, the right hand 
column shows the transference from the term used by the author to a more general 
one. 
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ln addition to the six themes that emerged, other less generally recognized themes 
were noted. 
Explanation of the six themes that emerged from the analysis 
Six themes emerged from the analysis of the critiques of reflection: the 
epistemologies that underlie understandings of reflection, the processes of reflection, the 
rationales for reflection, the results or outcomes of reflection, the relationship between 
reflection and action, and the relationship of the self and context to reflection. Labelling 
each of the themes established the beginning of a definition of each one. An explanation 
of the thematic categories follows. 
Epistemologies: This theme represents what many critiques of the literature on 
reflection say about the fundamental ways of perceiving reflection. These ways 
demonstrate the underlying theoretical understandings or bases in knowledge that inform 
an author's discussion. These theoretical understandings say something about what an 
author counts as knowledge, and what drives an author to adopt a particular stance on 
reflection. In using the term epistemology, 1 have followed the definition provided by 
Guba (1990), namely that epistemology refers to the "nature ofthe relationship between 
the knower (the inquirer) and the known (or knowable)" (p. 18). In adopting this 
definition, certain understandings about an epistemology underlying an individual's 
thinking must be considered. This theme represents what many critiques of the literature 
on reflection say about the fundamental ways of perceiving reflection. These ways 
demonstrate the underlying theoretical understandings or bases in knowledge that inform 
an author's discussion. An epistemology, as Guba recognizes, is about individual beliefs, 
and as such cannot always be easily delineated. !ts shape or clarity may depend on the 
nature of an individual's thinking, and even on the capacity of an individual to 
communicate this thinking. Guba notes also that an epistemology is a question ofhuman 
construction, which means that "the errors and foibles that inevitably accompany human 
endeavors" come into play (p. 19). This means that in sorne cases, identifying an 
individual author' s epistemological basis for thinking about reflection can be a difficult 
task. However, in many cases, statements about reflection can suggest an underlying 
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belief about the nature of reflection or about the ways in which reflection contributes to 
the development ofknowledge, and therefore sometimes about the nature ofknowledge 
itself. Viewing reflection as a reconstruction ofmeaning is an example of the kind of 
epistemology that might be identified as underlying an author's understanding. It is these 
underlying belief systems that l am trying to get at in disceming the epistemology of an 
author's thinking. In the analyses that forrn my study, these epistemological factors 
bec orne interesting. 
Processes of reflection: Many authors refer to the activities involved in reflection 
as processes. In a previous chapter on the definitions of reflection l explained the 
processes as the cognitive and affective activities one undertakes when one reflects. l 
maintain this definition of processes here. The cognitive aspects of the process of 
reflection mentioned within this theme refer to those reflective activities that involve 
mental processing. The affective aspects mentioned may also involve mental processing, 
but refer to those activities that have a connection to feelings, emotions, attitudes and 
values. An example of a cognitive process is that of exploring solutions (Ratton and 
Smith, 1995). An example of an affective process noted in the critiques might be that of 
examining uncomfortable feelings and thoughts (Atkins and Murphy, 1993). The lack of 
c1arity in understandings about the ways in which the two types of processes might 
interact will be taken up in a subsequent chapter. 
Rationales for reflection: Authors frequently provide an indication of the value 
they place on the reflective process. As in the previous chapter on definitions of 
reflection, l here consider the terrn rationale to mean an assumption about the value of the 
reflective process. Sorne authors (e.g. Grirnrnet et al., 1990) believe that reflection has an 
emancipatory function, for example. These rationales may take somewhat abstract forrn 
in the discussions, and may relate in sorne ways to epistemologies that inforrn authors' 
approaches. Whether these rationales are actually borne out in reflective practice is 
another matter. 
Results or outcomes of reflection: Many authors, in addition to considering the 
value of the reflective process, articulate the results or outcomes of the process. These 
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specifie results are sometimes linked to the rationales; however, sometimes they are seen 
as separate. The occurrence ofrationales for reflection appears to be closely linked to the 
epistemology an author favours. The results or outcomes appear as much more concrete 
elements reflection might produce. In sorne cases they are referred to by other names 
(e.g. "products" in Calderhead, 1989). l take the theme ofresults or outcomes to refer to 
the specifie products of the reflective process; improved teaching is an example. The 
rationales refer more to an assumption about why reflection is valuable. 
Relationship between reflection and action: A frequently occurring discussion in 
the literature revolves around the question ofhow closely reflection and action are linked. 
In my discussion ofthis theme, l take it to include all aspects ofthis relationship: 
reflection before, during and after action, as well as the inseparability of the two as noted 
by sorne authors (e.g. Donnelly, 1999). 
Relationship of the self and context to reflection: Much is said in the literature 
about the place within the process of the person who reflects. The discussion draws in 
ide as about the effect of the context within which reflection happens on the process as a 
whole and on the person or "self' who follows the process. This theme highlights the 
intricate three way relationship among the process of reflection, the self and the context. 
3. Idenfifying similarifies, differences, paral/els 
Once the six themes were established, a chart was created to display the contents 
of the works analyzed. For each work, briefphrases in the chart capture the nature of the 
author' s understanding of a particular theme. In sorne cases, the author articulates a 
problem in the understanding of reflection as revealed in the literature. These problems 
are noted in the chart. As well, ide as put forward by the authors of critiques with regard 
to each theme are indicated. From these themes, trends and ideas that appeared salient 
were analyzed. These trends and their significance will be discussed in the next section 
on findings. Tables Il, 12 and 13, in the following section on findings, represent a 
compilation ofthe critiques analyzed, arranged chronologically, and the significant 
themes that emerged. 
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As the analysis proceeded, it became c1ear that the critiques ofSchon's and 
Dewey's ideas are somewhat different from the other critiques. They focus, as is to be 
expected, on particular points in the ideas of each ofthese authors. Sorne ofthe 
discussion within these critiques informs later critiques of the literature as a who le, and 
so it is important to be aware ofthem. For this reason, l will begin by discussing them 
separately and point to issues that inform critiques that deal with the literature on 
reflection more generally. The next section outlines the findings by discussing first the 
relationship of the critiques of Dewey and Schon to the themes and then by discussing the 
more general critiques and thematic issues that result from the analysis. 
Findings 
Critiques of Dewey's ideas about reflection 
Chapter 4 contains summaries of the ide as of John Dewey and Donald Schon 
about reflection and shows the influence their ide as have had on more recent thinking. It 
is now appropriate to retum to their ideas in an examination of critiques of the literature 
on reflection, as there have been critical discussions of the ideas ofboth that reveal areas 
of controversy. Before discussing the results ofthe analysis of the more general critiques 
of the literature, it is important to note the origins of sorne of the topics targeted by the 
critiques; many ofthese topics originate in critiques ofDewey's and Schon's work. 
l examined three critiques each ofDewey's and Schon's ideas about reflection. It 
is c1ear from this analysis that while authors point to sorne slight areas of confusion in 
Dewey's work, they are generally supportive ofhis ideas and see great value in them. l 
found only one critique that is negative about Dewey's contribution. The comments 
contained in the three critiques ofDewey's ide as relate to the themes outlined above. 
Table Il shows the nature of the three critiques of Dewey in relation to these themes. 
This examination of three critiques of Dewey' s ideas about reflection reveals two 
topics that surface in the more general critiques of the literature. The references by two of 
the authors (Morrison, 1995; Rodgers, 2002a) to Dewey's inclusion of an affective 
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component in his understanding of reflection resonate in other critiques of the literature. 
In addition, the highlighting ofwhat may be considered an unclear aspect ofDewey's 
thinking is important for the subsequent analysis of critiques. The exact nature of the 
connection between reflection and action is clearly problematic and at least one critique 
ofDewey's work suggests that there is sorne uncertainty about this relationship in his 
ideas. Clark (2001) questions whether Dewey saw reflection as taking place before or 
after action, and whether he considered reflection to be about actions or about the effects 
of actions. Rodgers (2002a) states directly that Dewey considered action as a final 
outcome of reflection. Evidently, there is sorne lack of clarity in these ideas, and this 
confusion persists in subsequent ide as about reflection, as the examination of other 
critiques will show. It must be noted that other critiques ofDewey's work (e.g. Peters, 
1977) exist; those examined here are intended to provide a general sense of the 
discussions about Dewey's ideas. 
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Table 11. Comments contained in three critiques of Dewey's ideas about reflection 
Worl<lY~arl 
Commllnity 
Morrison 
1995 
General 
Clark 
2001 
General 
Rodgers 
2002a 
Teacher 
Education 
Epistemol<r' 
gies that 
explain> 
refJectiq.n 
Processes 
!nvolved in 
rëflection 
Dewey inc1udes 
both affect and 
cognition in the 
.~ati~I"I~I~§·of 
.·refl~çtioQ.·· 
Dewey believes 
reflection is 
potentially 
process 1 empowenng 
Dewey's idea 
that reflection is 
a process of 
verification of 
facts is not 
legitimate 
Dewey inc1udes 
affect as part of 
the meaning-
making process 
of reflection 
For Dewey, 
reflection is done 
for moral ends 
110 
1 Result~ or outcomes of .•• { ~&Iati~nsh. iP ...•.. 0.'., . ~ ... ; •.. ~.~W)n. Sh ... iP.· .• ·· 
reflectlon o. reflectlon and .••••• · mo'~.el'. .•·· ..• i 
açtion . ··.·.·an:~coQte~to 
Results of reflection are 
the addressing of 
student leaming, 
promoting student 
reflection, reflecting on 
reflection, personal and 
intellectual growth 
~"---"-'--'--'--' refl~ction' c.... ..~ 
Dewey's view is 
action-oriented 
and practical 
Dewey' s ideas 
about action and 
reflection are 
problematic. 1s 
reflection before 
or after action? 1s 
reflection on 
actions or on the 
effects of actions? 
For Dewey, 
action is the final 
outcome of 
reflection 
Reflection is 
situated 
Reflection 
involves 
interaction 
with others in 
acommunity 
Critiques of Schon's ideas about reflection 
I likewise examined three critiques of Schon's work. Again, the ideas that are 
contained in these critiques relate to the themes outlined above, as shown in Table 12. In 
one case, the critique covers two works by the same author, Eraut (1994, 1995), both of 
which exp and on similar ideas about Schon' s work. 
This examination ofthree critiques ofSchon's work, as does the previous 
examination of the critiques of Dewey, highlights concems that continue to be evident in 
the literature on reflection as revealed in the more general critiques. Although Schon 
argued that he had provided a new epistemology of practice, two of these critiques 
suggest that his ideas do not result in a new epistemology. Munby and Russell (1989) 
and Eraut (1994, 1995) question the validity ofSchon's supposed new epistemology, 
both saying there may be new discourse but no new ideas. A second continuing concem 
is the lack of clarity in Schon's ideas about reflection and action. Questions raised in the 
articles by Munby and Russell and by Eraut reveal the confusion. Is reflection about 
action or a part of it? Is it intended to be reflection for action? In a later article, Russell 
(1993a) notes the importance ofunderstanding that reflection-in-action may not imply 
immediate action, but may be about action that occurs at sorne future time: "it cornes 
from the action context and retums to if' (p. 53). Other critiques ofthe literature on 
reflection continue to raise these questions, as will be seen in the next section ofthis 
chapter. Convery (1998) includes a further criticism that Schon's ideas about reflection 
are limited to aspects of action, and do not address issues related to teacher values, or at 
least the questioning of these values in the process of reflection or as a result of 
reflection. The following analysis of additional critiques of the literature on reflection 
shows that the concems raised by those who critique Dewey's and Schon's work are also 
prevalent elsewhere in the literature. As in the case of Dewey, other critiques of Schon's 
work exist (e.g. Ferry & Ross-Gordon, 1998; Gilroy & Smith, 1993; Grimmett, 1988, 
1989); those examined here indicate sorne general trends in the discussions about his 
ideas and should not be considered an exhaustive analysis. 
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Table 12. Comments contained in three critiques of Schon's ideas about reflection 
WoÎ1<lY fiàtl .......... EpistemolOgies: ... Proc~sses .•..•• .:' Ralldjjj'es Of
o 
.• ~. . Residtsor Rela,tionshipcj, .. ·t{èlàt!~riship of·self Commu~ity .•.. thatexplahj involvediu m :": .reflection :out~omes reflection and .. action and.context to 
refleçtion i .. refl~~iorf j .•..•• . •. , .•. '. ... . . ... of reflection .~. mm ." ... RefI~etion .......... . '.'. . .. 
Munby & Schonhas a Problem solving Schon emphasizes 
Russell new discourse andproblem the close relationship 1989 
about setting are of practitioner and Teacher 
Education epistemology of inc1uded action in rus concept 
practice, but of reflection-in-
may not provide action 
new ideas that 
can be acted 
upon 
Eraut Schon fails to Theprocess Schon' s idea of 
1994, 1995 provide a new Schon suggests reflection-in-action Continuing 
epistemology of IS more is problematic. It is Professional 
Development practice metacognition not always possible 
than reflection to reflect in the 
action. Is reflection-
in-action different 
from reflection-for-
action? 
Convery Schon's approach Schon' s view of 
1998 does not allow for reflection is limited General questioning of to action and does 
teacher values not include values 
--- ----- ---
_ .. 
-
-_.-
-
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General critiques of the literature on reflection 
Table 13 presents the themes that emerged from the analysis of the general 
critiques. The comments in the table briefly reveal the nature of the critiques in two 
forms: as problem areas identified in the literature on reflection or as ide as proposed for 
understanding reflection. An analysis ofthese comments follows the table. That analysis 
first treats the comments within each theme separately. It then summarizes the results of 
the analysis as a who le. 
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Table 13. Themes from critiques of the literature on reflection 
Wôi:KlYearl », . Epjstemologi~s.tnat: Proce~ses involved 8at;onales of· Results or 
'.' 
' R,làtionship of Relatior\shi'p ofself .. », . 
Community .,. explailireflecti()n in refleçtion refleëtion o@come$Qf 
.! 
I"eflection and' and coritext to 
»>. 
" 
,. .. »».»' '0' r~(lecti()n ," acti~l'l> R~fle:pti()n "',> 
Calderhead Idea: Idea: Idea: Idea: 
1989 focus on cognitive and "products" include reflection could be content and 
Teacher affective processes is emancipation, perceived as preconditions of 
Education necessary effective teaching, dichotomous reflection are related 
understanding relationships: to societal and tutorial 
relationship of theory/practice, contexts 
values and practice thoughtlaction, 
ends/means; reflection 
on values might 
diminish action 
Grimmet et al Idea: Idea: Idea: 
1990 3 perspectives on ''purposes'' to context is source of 
Teacher reflection: instrumental, direct, inform, knowledge for reflection 
Education deliberating, apprehend, 
reconstructing transform; 
emancipatory 
function, 
reconstructing of 
actions and of self 
Korthagen Problem: Idea: 
1993 non-rational aspect is personal, creative, 
Teacher often disregarded innovative 
Education Idea: contribution to 
rational and non-rational education 
processes, "gestalts," in 
reflection, mirroring 
Tremmel Problem: Idea: Idea: 
1993 reflection is more than presence in action presence in the context, 
Teacher problem-solving awareness of self in the 
Education Idea: world 
paying attention and 
"mindfulness" are central 
to reflection 
"----
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WorklY~arJ Epi!>te,mQ1ogiés thàt Processes involved Rationalesof ~es,ijlfs or Relationship of Relationshipof s~lf 
Community explâil1:r~f1èCtion 1 • inrefleC~()11 reflection out-Çomes of reflection and and context to 
.. . ...•. 1··. . : 1.·····. ..... •• reflection action • 1. Refl~c:;ti()r:t . ... 
Atkins & Idea: Idea: 
Murphy three stages in process: result of reflection 
1993 awareness of is leaming, new 
Continuing uncomfortable feelings perspective, self-
Professional and thoughts, awareness 
Development exarnination of the se, 
development ofnew 
perspective; 
cognitive and affective 
skills both needed in 
reflection 
Hatton & Idea: Idea: Idea: Idea: 
Smith 5 "natures" ofreflection: many processes involved reflection-in-action as attention to self and 
1993 technical, descriptive, (e.g. "weighing top level combining ail outside world; 
Teacher dialogic, critical, competing views," other levels application to situations 
Education contextualization exploring solutions, indicates importance 
"analyzing one's ofcontext i 
performance"; mention of 
"concems" and "personal 
worries" could indicate 
affective component 
Bengtsson Problem: Idea: Problem: Idea: 
1995 too much focus on increased self- relationship of distancing power of self-
Teacher reflection as thinking knowledge, reflection and action is reflection 
Education Idea: varying degrees of unclear: occurs in 
more emphasis needed on autonomy action, separately as 
self-reflection as different cognition, or is action 
from thinking itself 
Kompf& Bond Idea: Idea: Idea: Idea: 
1995 close link between result could be reflection is connected reflection involves 
Teacher reflection and critical action or inaction to past, present and others 
Education thinking; includes both future actions 
cognitive and affective 
'-------. 
components 
--
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WorkIYearJ Epistemologies that Process~sinvolved Rationales of Res~l~ Qr r{«H~tionship ·of Relationshipof self 
Commtinity explain reflection infefÏèction reflection 94tçom~SQf:. refï~tion and and context to 
. 
.:' .. " :r~fl~dii:li'1 action :. 
. ". Reflection 
Van Manen! Idea: Idea: Idea: Idea: Idea: 
1991,1995 epistemological basis "thoughtful action" rather reflection has an "mindfulness" suggests whole being ofperson is 
Teacher relates to pedagogical than reflective action ethical and moral there is no separation of involved in reflection; 
Education tact aspect reflection and action self is present in 
teaching context and 
in social and physical 
world 
Ecclestone Problem: Problem: Problem: Problem: 
1996 ambiguous nature of cognitive processes not need for more need for more 
Continuing epistemologies understood explicit purposes debate about 
Professional underlying reflection; Idea: outcomes 
Development view is too technical; more explicit foci for 
values are neglected reflection needed 
Zeichner & Idea: Problem: Idea: Problem: 
Liston five "traditions": focus on skills and traditions link to emphasis on teaching 
1996 generic, social strategies and not ethical rational es: gaining and not social reality 
Teacher reconstructionist, and moral nature of student ofschooling 
Education developmental, social reflection understanding, Idea: 
efficiency,academic applying research reflection as social, not 
on teaching, individual 
making decisions, 
promoting equality 
and justice, 
improving 
teaching 
Wellington & Idea: Idea: Idea: 
Austin five "orientations": orientations link to domesticating/liberating 
1996 immediate, technical, rationales: and systems/people 
Teacher deliberative, dialectic, improved teaching, oriented as 
Education transpersonal personal meaning, differentiations 
empowerment, ofcontext 
justice and 
equality, universal 
personallibcration, 
self-development 
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WorkNearl Epistemologies.that Proce$se$ involved R,~!iôrialesof ResultSor Rel~tionship ()·f . . Relatiollshipofself 
Community ....••••• ekplain reflection' in reflection ... réflection oùtcomesof ,.~flection:and; • and context to 
.......• . ... ,'.' 
, . 
reflection action . ' : .,' ". •••• Reflection 
Parker Problem: Problem: Problem: 
1996 present view of incorrect approach; inaccurate 
General reflection involves false ernancipation not representation of 
assumptions; no escape achieved through social reality 
from technical reflection 
rationality; language and 
discourse about 
reflection are outmoded 
Idea: 
a new perspective and 
new language are 
needed 
Barnett Problem: Problem: Idea: Problem: .. 
1992, 1997 higher education does not potential for reflection linked to lack of integration of 
Higher encourage higher levels reflection to serve informed action reflection across 
Education of critical reflection instrumental and domains ofknowledge, 
Idea: economic ends self and world 
reflection involves eight only Idea: 
forms of self-reflection: Idea: three dornains of 
on disciplinary results are reflection: knowledge, 
competence, educational, informed action, self, world 
critical, as empowerment, self and world are 
metacompetence, as emancipation, connected; different 
practitioner, as self- fulfillment of "life- contexts are societal, 
realization, as social world" educational, disciplinary 
formation, societal; forrns 
occur within 3 domains 
Brockbank & Idea: Idea: Idea: Problem: 
McGiII processes include reflection dimensions of reflection reflection as 
1998 description of reflection, promotes move outward from self-confirming; many 
Higher reflection on description, transformatory and action views ofreflection as 
Education reflection on reflection deep learning; solitary 
changing of ideas Idea: 
reflection as dialogue -
individual and others 
-
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,'W,orkIY earl •• Epistemol<>,~ies thaf • Processes 'involved, Ritionales of RèsultSTor , .. ' •. ' RelationshipQf 
'." 
Ri!lationship of !Self ,1 
Commünity explain refl~ion ,", in refleëtion ' ' " teflection ,(l~tcpmèS Qf: reflection and and context to 
.. 
,'" ., 
." ,:, '" , 
' [ié,hection action " fieflectiori ',. 
Boud & Problem: Idea: 
Walker many problems in the importance of context: 
1998 process: reflection seen cultural, societal, 
Continuing as thinking, lack of political environments 
Professional learning, 
Development lack of attention to 
emotional aspects of 
reflection 
Idea: 
processes ofreflection 
affected by context 
Donnelly Problem: Idea: Idea: 
1999 cognition as basis for "concemful being with" emphasis on self as 
Teacher reflection not appropriate is inseparable from part of the action, 
Education Idea: action the context 
"concemful being with" 
may be linked to the 
affective component of 
reflection 
Tomlinson Problem: Problem: 
1999 reflection as tuming tacit difficulty of separating 
Continuing to explicit knowledge thought from action 
Professional invalid 
Development Idea: 
need non-rationalist 
approach about implicit 
learning and 
connectionism 
Bleakley Idea: Idea: Idea: Idea: Idea: 
1999 four epistemologies: intuition and emotion are reflection as an "reflection-as-action" is reflection involves 
Higher emancipatory included in reflection; aesthetical and a new concept participation, not 
Education humanism, technical passion and body versus ethical act detachment; ecological 
rational, postmodem cognition and mind view that the person 
deconstructive, radical and the environment are 
phenomenoiogical; ~ inseparable addition ofholistic reflexivity as aesthetic/ethical approach 
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WorkIYearl Epistel'l1010gh'!s that Processe~involved •••. 'Rat,!q~alesof Results or Relationshipof Relationship of self 
Community e)(plâ.inr~fI~ction in reflécti9,n reflec.tion outcomesof refl~êtiOnand ,anCi <x>ritextto 
, 
. . '. '.:. .. .... reftee:tion action .. .. R~flection' 
Moon Problem: Idea: Idea: 
1999 uncertain role of emotion one mental process context for reflection is 
Continuing and cognition in the ofreflection has learning 
Professional reflective process different purposes: 
Development Idea: material for future 
reflection as a process is reflection, action, 
always the same - theory building, 
connected to the learning self-development, 
process decisions, 
empowerment and 
ernancipation, 
ideas (emotion?) 
McLaughlin Problem: Problem: Idea: Idea: 
1999 must move beyond reflection not just a a continuum of dichotomy between 
Teacher reflection; process scope and object of classroom context and 
Education need a "richer account" Idea: reflection indicates more general context that 
of teaching and teacher a continuum between something more as is philosophical, 
education explicit, systematic result: phronesis or psychological, social, 
reflection and implicit, practical wisdom political 
intuitive reflection 
Conway Idea: Idea: Idea: 
2001 reflection involves result may be reflection is also about 
Teacher memory but also "hope" leading to future actions 
Education imagination personal and 
professional 
transition; creation 
of a professional 
self 
Fendler Idea: Idea: Problem: Idea: 
2003 strandsofthought- pro cess is not social justice notion of power is part of 
Teacher Descartes, Dewey, hierarchical issues are ignored; the context ofreflection 
Education Schôn, cultural teachers roi es do 
femÎnism - influence not advance; 
conceptions ofreflection existing beliefs are 
reinforced; 
technical aspects 
of teaching are 
over-emphasized 
--
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Findings about epistemologies 
An examination of critiques of the literature on reflection reveals a variety of 
epistemologies that underlie approaches to reflection. Sorne critiques (e.g. Ecc1estone, 
1996) indicate that there is continued confusion in the discussion of epistemologies in 
reflection literature. The confusion mentioned in Ecc1estone (1996) may stem from 
differing categorizations ofthese epistemologies. A number ofworks attempt to c1arify 
the epistemological trends behind the concept ofreflection: Grimmett et al. (1990) note 
three "perspectives" in a table which they call a "summary of epistemological 
commitments" (p. 35), Ratton and Smith (1995) refer to five "natures ofreflection," 
Zeichner and Liston (1996) suggest five "traditions," Wellington and Austin (1996) show 
five "orientations," Fendler (2003) identifies four "strands ofthought," and Bleakley 
(1999) suggests "underpinning epistemologies." Each ofthese authors presents a 
different way ofperceiving possible epistemological bases for reflection. Rowever, 
plotting the ideas ofthese works together shows a number of overlaps. 
Table 14, below, displays the epistemological stances found in eight critiques of 
reflection. A discussion of the views contained in these works follows. The left hand 
column of the table presents a proposed typology for epistemologies of reflection; it was 
created by assessing the overlaps in the views expressed in the eight critiques used in this 
analysis and deve10ping types that fit across the existing categories. 
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Table 14. Epistemological stances of eight authors of critiques 
Proposed typol~y.of Grimffietl et al. .... HiittPn and' .... Zeichner;' Wellington Parker BleaJ<leY· ' •••• ,. Fendl~r '.'" ..... ,.. . • 
epistèmologies;:q, .' 3 pers.pectives 'Smith and Liston and Austin .1997 4 epistet:n~logies 4strandsof 
Reflection , .. , 1990 ."'. 5 ;na:tures of 5 traditions .... 5 I\IIcLaughlin and holisti.ë . thought 
••••••• 
~fÏ~ction 1996 :Qrientations 11999 reflelëh(ity' 20~; . 
• 
, , 1993 
.'" 
jQ~6 
'-
1999 "j , •. 
No reflection immediate 
orientation 
Reflection as useful for instrumental technical generic tradition technical technical rational 
improving teaching; mediation of action nature orientation epistemology 
reflecting on action descriptive Dewey, Schôn, 
nature Descartes, 
Reflection as making choices deliberating among dialogic academic, cultural 
competing views of nature social efficiency, feminism 
teaching developmental as bases but 
traditions no hierarchy; 
Reflection as constructing reconstructing deliberative allievels are 
meaning experience orientation equally 
Reflection as leading to reconstructing critical nature social dialectic and humanistic sophisticated 
questioning of ethical, moral experience reconstructionist transpersonal emancipatory 
values and effects of actions tradition orientations epistemology 
politically, socially, culturally; 
emancipatory possibilities 
Reflection as including ail contextual-
other less global viewpoints ization of 
multiple 
viewpoints 
Reflection as an aesthetic holistic reflexivity; 
and ethical act radical 
phenomenological 
epistemology 
Reflection as inadequate a view beyond postmodem 
reflection deconstructive 
epistemology 
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Table 14 shows the variety of epistemological stances on reflection demonstrated 
in eight critiques, from the view that reflection is basically a technical endeavour for the 
improving of teaching to the view that reflection has profound ethical implications in 
society. It seems that in each critique the author provides a survey of epistemological 
approaches to reflection. Issues related to epistemologies that appear significant across 
these critiques are the following: 
1. Hierarchies ofreflection: Many ofthese authors (e.g. Hatton & Smith, 1995; 
Grimmet et al., 1990), as shown in the table, see the different epistemologies in a 
hierarchical fashion from basic attending to teaching actions through making 
choices and constructing meaning, to questioning values and thinking about social 
justice issues. However, Fendler (2003) thinks differently. She states that there 
should be no consideration paid to hierarchicallevels. Reflection, in her view, is 
not more sophisticated because it is about social justice issues rather than about the 
technical aspects of teaching; there may lie hidden in the technical reflection of a 
practitioner a desire to work toward social or political goals. This thinking could 
make us regard reflection differently, even ifwe accept the different 
epistemologies exposed here. 
2. Inclusive epistemological stance: Hatton and Smith (1995) are the only authors 
studied here who suggest a kind ofreflection that is perhaps more comprehensive, 
including preceding levels. 
3. Aesthetic and moral stance: A further departure in views ofreflection is seen in the 
ideas of Bleakley (1999), who conceives of reflection as a phenomenon even more 
powerful than do the others. His level ofholistic reflexivity is intended to capture 
the artistry suggested by Schon and to build even more complexity into it. This 
holistic reflexivity has an aesthetic and ethical dimension that appears to go 
beyond that of mere questioning of ethical and social values to an embodiment of 
these values in the act of reflection. 
122 
4. Refutations of reflection: In the shaded area of the table at the bottom are inc1uded 
two authors who indicate their disagreement with the more prevalent 
epistemological views of reflection. In different ways they both reject reflection 
and the possibilities it might have for furthering thinking about teaching. Parker 
(1997) is vehement in his dismissal of CUITent views ofreflection as inappropriate 
and as promoting a language that is outmoded. He introduces a different note to 
the discussion when he argues that CUITent ideas about reflection have never 
allowed for an escape from technical rationality, even though this has been an 
underlying idea in much of the discussion. Levels beyond the first two shown in 
the table are not reached, he says. He suggests that we need an entirely new 
epistemology to guide thinking about practice; reflection must be rejected as a 
possibility. McLaughlin (1999) also argues for another view. He questions the 
value of reflection, and thinks we must go beyond reflection to an examination of 
the qualities necessary for teaching, which might be somewhat like the attitudes of 
wholeheartedness, open-mindedness, and responsibility Dewey suggested as 
necessary for reflection, or to the ideas of Russell (1993b) about what attributes 
reflection requires in teachers. 
A proposed typology for epistemologies of reflection 
Mapping the epistemologies suggested by these authors into the table suggests 
there may be six different ways these authors perceive reflection, if we disregard the 
situation of not reflecting at aIl. These six views of reflection take into account the 
overlaps in the views expressed in the eight critiques. They inc1ude 
1. A view of reflection as useful for improving teaching actions 
2. A view ofreflection as making choices or decisions about teaching 
3. A view ofreflection as reconstructing meaning 
4. A view of reflection as questioning of moral, ethical, political, social values 
5. A view ofreflection as combining all the above 
6. A view ofreflection as aesthetic and ethical action 
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Added to these we must inc1ude the idea that in the view of sorne authors, as 
noted above, reflection has outlived its purpose. 
The two previous analyses of the literature of professional communities and 
definitions ofreflection suggested certain underlying epistemologies to reflection without 
making them specific. In the analysis of three communities, different ways of perceiving 
reflection were uncovered, but not the underlying epistemological stances. So reflection 
was shown in less complex and more general terms (as learning, as being, as social 
practice, as problem-solving, as meaning-making, as self-development, as 
metacognition). The analysis of the definitions of reflection hinted that epistemological 
stances might drive an author's construction of a definition. In this analysis, we see more 
c1early the ways in which different epistemologies operate in the authors' conceptions, 
although we still must deal with a range ofthese conceptions ifwe read the literature on 
reflection. A subsequent chapter will examine the epistemological issues of the three 
analyses together. 
Findings about the cognitive and affective processes of reflection 
The critiques studied raise sorne intriguing issues about the nature of the 
processes involved in reflection. Much of the controversy in the literature about reflection 
centres on this theme, according to the critiques examined here. Different issues emerge 
as problematic: 
1. Difficulty of explaining the relationship between the cognitive and affective 
aspects of reflection: While there appears to be a general sense that both aspects 
are present in reflection, the nature ofthe interaction between them is unc1ear. 
Atkins and Murphy (1993) show in their table ofreflective processes that an 
analysis ofboth feelings and knowledge could lead to a new perspective. Hatton 
and Smith (1995) mention "concerns," which might be regarded as an affective 
aspect. Brockbank and McGill (1998) see both thinking and feeling as part oftheir 
dimensions ofreflection. They note, as is noted elsewhere (e.g. Tremmel, 1993) 
that reflection has sometimes been regarded, through the Western tradition of 
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rational thought only, as a reasoned activity. Taking a more Eastern approach, they 
urge the inclusion of the senses and emotion in conceptions of reflection. 
Korthagen (1993) and Tremmel (1993) concur with this thinking. They argue that 
there should be more attention paid to non-rational aspects of the process of 
reflection. Moon (1999) recognizes the problematic place of emotion in reflection; 
for her it is part of the input, but she wonders whether it is not also part of the 
output. In terms of process, she sees reflection as one mental process having the 
possibility of different purposes; this thinking departs from the usual view that 
there are many mental processes involved in reflection. Boud and Walker (1998) 
are concerned that not enough attention is paid to the emotional aspect of the 
process. Donnelly (1999) and Tomlinson (1999a) and Bleakley (1999) aIl argue 
that a purely cognitive view of the reflective process is wrong; in fact, the non-
rationalist or intuitive view takes precedence. Bleakley (1999) makes a strong 
statement that reflection is about passion as opposed to cognition; the body takes 
precedence over the mind. In saying this, he seems to separate the two aspects into 
a mindlcognition versus body/affect dichotomy. Conway's (2001) idea that 
reflection is not only about memory but also about imagination may be a part of 
this thinking that includes affect as weIl. The conclusion can be drawn, therefore, 
that while authors are generally aware that the two types of processes, cognitive 
and affective, are operative in reflection, the first has been much more prevalent as 
a way of considering reflection. This concern reverberates in other works on 
reflection as weIl, like that of Day (1999), whose remarks on the subject are 
powerful: "To ignore the place of emotion in reflection, in, on and about teaching 
and learning is to fail to appreciate its potential for positively or negatively 
affecting the quality ofthe classroom experience for both teachers and leamers" 
(p. 32). Many of the authors mentioned above express the concem that affective 
processes have been much less acknowledged. What remains is an uncertain sense 
of the connection between cognition and affect in reflection. 
2. Lack of clarity about the nature of the processes of reflection: McLaughlin (1999) 
approaches reflection from the perspective ofwhether it is explicit or implicit, and 
what the scope and object ofreflection might be. He is concemed that too much 
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emphasis is placed on reflection as a process. This thinking, he finds, might limit 
the concept too much and prevent moving beyond to the possibilities of examining 
teachers' personal qualities, so important to the fulfillment oftheir role. A further 
criticism of sorne thinking about reflection cornes from Tremmel, who argues 
against reflection as a merely problem-solving process; it is more than that. Boud 
and Walker (1998) see that the process as it is often conceived is problematic. For 
them, there is a lack of learning in the process of reflection. In contrast, Moon 
(1998) places reflection directly within the learning process. The discrepancies 
here indicate a rather profound unease with the processes. McLaughlin's (1999) 
overall approach is that reflection simply does not go far enough; the process is 
unsatisfactory and we must explore further other aspects ofteacher qualities. 
Whether the process fits into learning or is separate from it emerges as a 
problematic issue as well. Further discussion of this problem will be inc1uded in 
the next chapter. What can be conc1uded here is that there is no consensus 
regarding the exact nature of the processes that form reflection. 
3. Absence of discussion about the self as an aspect ofreflection: For Bengtsson 
(1995) there is too little emphasis placed on self-reflection as a part of the process 
that is different from mere thinking. Barnett (1992, 1997) appears to hold a similar 
view in his approach to critical reflection, which he says is not encouraged in 
higher education. For him this critical reflection has eight forms of self-reflection: 
reflection related to competence in a discipline, educational reflection, critical 
reflection, reflection as metacompetence, reflection as a practitioner, reflection as 
self-realization, and reflection as social formation. These authors appear to argue 
that the process of reflection is centred on the self, but that there is insufficient 
attention paid to this aspect of reflection. 
The critiques therefore reveal that there are exceedingly different views about the 
nature of the reflective process, inc1uding what the process involves, how and whether 
cognition and affect interact, what connections are made to learning and to processes that 
go beyond Western thinking, and to what degree the process is about the selfwho 
reflects. The two previous analyses of the literature of professional communities and 
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definitions of reflection hinted at similar issues. In the first analysis of professional 
communities, emotion was revealed as an influential factor in reflection. The second 
analysis of definitions of reflection revealed the presence ofboth cognitive and affective 
aspects of the reflective process in varying degrees. Sorne processes appeared to have a 
more affective aspect than others. Furthermore, while that analysis allows us to see more 
c1early the many activities that make up the processes ofreflection, analyzing the 
critiques leaves us with a greater sense of confusion about the nature of the processes. 
Findings about the rationa/es for reflection 
The discussion about rationales for reflection reveals fewer problematic issues. 
Authors frequently indicate the value they place on reflection; in sorne cases this value 
appears as a purpose or a reason for reflecting. Significant points are the following: 
1. Rationales and results or outcomes: The critiques allow for a view ofreflection 
that distinguishes more c1early between rationales and results or outcomes of 
reflection. In the analysis of definitions, the rationales inc1uded results. In this 
analysis, the rationales are separated from the results and outcomes. The 
rationales, as mentioned previously in this chapter, constitute statements about the 
assumed value of the process but do not indicate whether this value is achieved; 
the results or outcomes constitute statements about what cornes from reflection, 
the actual end result that can be seen. 
2. Different values placed on reflection: Grimmet et al. (1990) discuss the purpose of 
reflection as being to direct, inform, apprehend and transform. This transformatory 
value of reflection can be emancipatory, leading to a reconstruction of actions and 
the self. Moon (1999) concurs, recognizing empowerment and emancipation as 
values ofreflection. Furthennore, other authors point to reflection's ethical and 
moral value. Van Manen (1991, 1995) is c1ear on this point, as are Zeichner and 
Liston (1996) and Wellington and Austin (1996), who recognize thatjustice and 
equality are assumed values of the process. There are further assumptions about 
the value ofreflection revealed in the lists sorne authors provide. Korthagen (1993) 
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speaks of reflection as a process which can "enhance the power of each individual 
to make a personal, creative, and innovative contribution to education" (p. 324); 
Zeichner and Liston (1996) add to justice and equality the notion that reflection 
has value in improving teaching and making de ci si ons about teaching; Wellington 
and Austin (1996) also say the same thing about improving teaching, and add the 
power of reflection to contribute to the development of personal meaning and a 
sense of self. Moon (1999) recognizes several values. Purposes of reflection can 
include theory building, formulating ideas, providing material for future reflection, 
changed action. The li st of possible values placed on reflection by these authors is 
long and varied; much is expected of the process. 
3. Questioning the value of reflection: Two authors of critiques examined interject a 
negative note about rationales for reflection. Parker (1997) takes exception to 
claims made about the process. With respect to assumed values of reflection he 
says the process cannot achieve emancipation; it is a limited process that cannot 
result in anything so dramatic. In his view, we must look elsewhere for ways to 
achieve emancipation in teaching. Ecclestone (1996) is less vehement, but cautions 
that we must articulate more explicit purposes for reflection if it is to be valuable 
as a process. 
Despite these limited criticisms, what we can take from the analysis ofthese 
critiques is the overall idea that authors mostly agree that the process of reflection has 
value. What they do not agree on is the exact nature of this value. They clearly have 
individual expectations that reflection can serve a number of purposes, including 
improved teaching, self-development, emancipation, and the promotion of justice and 
equality. 
Findings about the results or outcomes of reflection 
In the critiques of reflection studied, there is mention of demonstrable results or 
outcomes of reflection. There appears to be little controversy here, most authors 
acknowledging that there are significant results from the process. The results differ from 
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the rationales in one important way, as noted above. The rationales, in my definition, 
show that authors assume a certain value to the reflective process; the results show what 
they think the process has produced. It occurs in sorne cases that a result is the same as a 
rationale, showing that an author assumes that the reflective process is undertaken to 
achieve certain ends and that in effect these ends are met. Ideas that emerge regarding 
results ofreflection are discussed below. 
1. Different results: Results indicated by the authors of these critiques inc1ude those 
related to the act ofteaching (Calderhead, 1989; Bamett, 1992, 1997), to 
emancipation (Calderhead, 1989; Bamett, 1992, 1997), and to the self. In the latter 
case, interesting results are noted in Bamett (1992, 1997), who mentions that 
reflection can result in "fulfillment of the life-world" (1997, p. 91), a recognition 
ofreflection's connection to his domains of the self, knowledge and the world. 
Another interesting result is noted by Conway (2001), who sees hope as a result of 
reflection; this hope can lead to changes both personally and professionally, to the 
creation of a new professional self. 
2. Questioning the results: Sorne of the critiques, in general those by authors noted 
as providing more negative perspectives in previous reviews of findings, strike a 
more pessimistic chord. Ecc1estone (1996) sees the need for more debate about 
outcomes ofreflection. Bamett (1992, 1997) is concemed that in higher education 
reflection rriight be promoted for purely instrumental and economic ends, without 
regard for more loft y expectations. And Pendler (2003) criticizes CUITent ideas 
about reflection which do not allow for enough challenging of a practitioner's 
assumptions. She says reflection does not produce enough focus on issues of social 
justice, contradicting somewhat Calderhead's (1989) view that reflection results in 
increased understanding of the re1ationship between values and practice. 
These criticisms do not, however, negate the c1ear view of the majority ofthese 
authors that reflection does achieve results. It appears that this is a largely uncontested 
area in the critiques. 
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Findings about the relationship between reflection and action 
This theme within the critiques produces more controversy than the previous one. 
Several aspects of the complex relationship between reflection and action surface as 
controversial. Many of the issues here reverberate from the critiques of Schon and Dewey 
noted previously, which address the confusing nature of this relationship, in particular the 
notion of reflection-in-action of Schon and the question whether Dewey regarded action 
as a source of reflection or one of its outcomes. Issues that emerge are the following: 
1. Dichotomous notions in reflection and action: Calderhead (1989) provides an 
interesting perspective on the relationship. He sees it as a series of dichotomous 
connections: between theory and practice, between thought and action, between 
ends and means. What he is suggesting perhaps is that there is a tension in each 
case, a working out of the relationship between the two parts of the dichotomy 
within the reflective process. 
2. Inseparability ofreflection and action: There exists in the critiques the notion that 
action and reflection might be inseparable. This idea is put forward by at least five 
of the authors, all ofwhom say the same thing in one way or another: the person 
reflecting is so c10sely linked to the action or situation that there is a sense ofbeing 
present in the moment. Tremmel (1993) sees reflection as meaning a presence of 
the practitioner in the action. Van Manen (1991, 1995), in promoting the notion of 
pedagogical tact, suggests that the "mindfulness" of the practitioner in action 
means there is no separation ofreflection and action (1991, p. 513). Bengtsson 
(1995) notes that the relationship is unc1ear, but wonders if reflection is actually 
action itself. Donnelly (1999), Tomlinson (1999a), and Bleakley (1999) share the 
view that thought and action are inseparable. Donnelly (1999) uses the term 
"concemful being with" ta denote the teacher's relationship ta students as one of 
thoughtful action (p. 947). Bleakley (1999) goes further by naming this 
relationship reflection-as-action, adding to the already existing notions of 
reflection-for-action, reflection-on-action, and reflection-in-action. 
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3. Reflection as becoming distant from action: A somewhat altemate view to the 
previous one is presented by Brockbank and McGill (1998), who see their 
dimensions of reflection as beginning with action but moving increasingly away 
from it, allowing the person reflecting to consider thoughts ever more distant from 
action. This approach is somewhat reminiscent of Ryle's (1971) idea ofthe 
difference between thinking and reflection. He suggests that the kind of thinking 
that takes place in the midst of action is not reflective; reflection happens at sorne 
remove from action. 
4. Time and reflection and action: Again linked to the critiques of Dewey and Schon 
is sorne indication in the critiques that time is an issue in the reflection-action 
relationship. Kompf and Bond (1995) mention that reflection relates to past, 
present and future actions; Conway (2001) writes about the need to include future 
actions in views of reflection. 
What emerges, then, as significant in these critiques with regard to reflection and 
action? We are left with an uncertain view ofthe relationship and how close or how 
separate the two are, an uncertainty that may have begun with Dewey' s ideas, was 
complicated by Schon's ideas, and has found no real resolution in more recent writing 
about reflection. 
Findings about the relationship of the self and context to reflection 
This theme is perhaps the most multifaceted of those that emerge from a study of 
the critiques, and perhaps the most difficult to see clearly. Several aspects of self and 
context come into the discussion here. 
1. Solitary or dialogic reflection: One question raised is whether reflection happens 
within the self or extemally in dialogue with others; the discussion on this issue 
does not seem to lead to fruitful results, as it is possible to recognize both a solitary 
type ofreflection and a dialogic type ofreflection. Brockbank and McGill (1998) 
see a problem in the solitary view of reflection leading possibly to self-confirming 
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results of reflection. They therefore promote reflection as a dialogue with others, 
rather than a solitary activity. This notion recalls an argument by Erickson (1988) 
that more needs to be leamed about the "tension between the personal and social 
influences on knowledge construction" as part of a possible agenda for future 
research on reflection (p. 204-205). 
2. Self and context: Another question is that of the relationship between the self and 
the context of reflection. How does the self connect with the immediate context, 
perhaps of the c1assroom or school, with the larger context of the society in which 
the school operates, or with the world? Naturally, the context in which reflection 
happens has an influence on the process and the outcome ofreflection. However, 
the dynamic created among the self, those interacting with the self and the context 
is difticult to characterize. The critiques of the literature on reflection demonstrate 
this difticulty. In the tirst place, sorne authors note the lack of attention to context 
as an influential factor in reflection. Boud and Walker (1998) argue the importance 
of context in the reflective process, whether the context be cultural, societal, or 
political. They feel not enough focus has been placed on context. Likewise, 
Zeichner and Liston (1996) are concemed that the emphasis in reflection has been 
on teaching and not on the social context in which schooling happens. Parker 
(1997) takes the view that the outmoded concept of reflection has not represented 
social reality accurately. Somewhat conflicting views of the place of self and 
context in reflection are presented by sorne authors. Donnelly (1999) and Bleakley 
(1999), for example, insist on the notion that the self is part of the action, 
inseparable from the context. Bleakley (1999) states that reflection is a 
participatory activity, one in which the self is not detached from the environment. 
However, Bengtsson (1995) suggests that reflection has a distancing power, a 
removal from the immediate context to a thinking stance, suggesting accordance 
with Brockbank's and McGill's (1998) view ofreflection as distant from action. 
Such conflicting views contribute to the confusion over the relationship between 
the person reflecting and the context. 
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3. Power issues: One additional concem is brought up by Fendler (2003), who 
worries about power relationships in reflection. She sees the potential for the self 
who reflects to be subjected to outside powers or influences, or to thinking that 
suggests an inferior power in the teacher. Elements in the context ofreflection 
might contribute to the exertion ofthis power. 
AlI these problems do not negate the considerable mention in the literature of the 
importance of context in reflection. Calderhead (1989) sees the societal and tutorial 
contexts of reflection as related to the content and preconditions for it. Grimmet et al 
(1990) regard context as the source ofknowledge for reflection. Sorne other authors 
(Ratton and Smith, 1995; Tremmel, 1993; Van Manen, 1991, 1995) look at reflection as 
an awareness of the self in the world; obviously a sense of the context predominates in 
this thinking. Wellington and Austin (1996), in promoting their ide a of dual approaches -
domesticating versus liberating views of reflection and systems versus people oriented 
views of reflection - are really noting the difference between the narrow and broad 
contexts within which reflection might take place. Bamett (1992, 1997) believes that 
reflection happens within the domains ofknowledge, the self and the world; his view 
takes into consideration three contexts. Even McLaughlin (1999), who is critical of the 
usefulness of the concept in general, notes that there is a continuum between the 
classroom context and a more general context that can be related to philosophical, 
political, social and psychological arenas. 
There is, however, another aspect to the discussion of contexts that bears 
consideration. This is the idea of the situatedness of the authors who write about 
reflection. Fendler (2003) cornes closest to discussing this issue when she looks at the 
historicity of the discussions of reflection and notes the "strands of thought" that come 
into play. The strand of thought, or perhaps epistemology which underlies the thought, 
has a bearing on the way in which reflection is perceived. Fendler notes that we need to 
consider cultural feminism as operative in present concepts of reflection. Parker (1997) 
may be suggesting a similar approach to the situatedness ofthe discussion when he 
speaks of the "linguistic hegemony" ofthe discourse around reflection. Its controlling of 
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CUITent discussion sets a context. l will look again at this aspect of context and the 
literature on reflection in the next chapter. 
Other themes that emerge from the critiques of reflection 
It is important to mention that the six themes discussed here represent those most 
frequently occurring in the critiques studied. However, sorne other themes are evident in 
these critiques, although much less generally acknowledged. Calderhead (1989), for 
example, discusses the content and preconditions for reflection. His ide a about 
preconditions may have sorne affinity with McLaughlin's (1999) later reference to the 
qualities of teaching that must be discemed through sorne process that moves beyond 
reflection. McLaughlin also refers to the scope, nature and object ofreflection; however, 
these ideas have no other exposure elsewhere in the critiques studied. Other themes 
mentioned inc1ude experience (Moon, 1999) and physical and spiritual aspects of 
reflection (Kompfand Bond, 1995). Sorne mention is made ofvalues. Ecc1estone (1996), 
for example, is concemed that not enough attention is paid to values underlying 
reflection; Calderhead (1989) worries about too much focus on values having a 
debilitating effect on action. Another theme is found in Fendler (2003), who takes the 
approach that the historical trends in the literature on reflection must be examined; added 
to this approach is her concem about the political issues that might dominate attitudes to 
reflection. This thinking is different from much of the thinking that has preceded her 
work. Although other authors mention political aspects ofreflection, they are usually 
referring to the need for a practitioner to be aware of the political contexts in which 
reflection might occur. Fendler is cautioning against the powerful political forces that 
might operate in situations ofreflection to affect the validity of the practitioner's 
thinking. 
Conclusion 
The notions that emerge from this examination of the critiques relate in many 
ways to the ideas that emerged from the first two analyses. Problems of epistemology 
hinted at in the two previous analyses of the literature of professional communities and 
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definitions of reflection resurface here, where the underlying epistemologies may be 
more visible, but where their diversity is more evident. The processes of reflection seen 
in sharper relief in a study ofthe definitions lose focus again in the critiques, where 
numerous inconsistencies and problems surface. The troubling relationship between 
reflection and action is highlighted here as a more significant issue than it appeared in the 
other two analyses. The issue of context, noted in the study of professional communities, 
becomes more prominent in the study of critiques, and the idea of historie al tendencies 
emerges more strongly in recent thinking about reflection. In the following chapter 1 will 
diseuss the ways in which the ideas of the three analyses merge to inform us about the 
literature on reflection and suggest a framework for understanding the concept. 
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Chapter 8: Merging the results of the three analyses: an integrative 
framework and questions for understanding the literature 
Review of analyses 
In this chapter the results of the three analyses are merged into a view ofthe 
prevalent themes in the literature on reflection. A resulting framework to facilitate 
understanding of reflection is developed. The findings of each analysis are summarized 
briefly below as a preliminary to the discussion. 
1. Analysis of professional communities: The first analysis of literature on reflection 
in the communities of continuing professional development, higher education and 
teacher education was useful in highlighting sorne of the issues in the literature on 
reflection. It pointed the way forward for the subsequent analyses by suggesting 
areas of the literature that might prove to be useful as the focus for analysis. The 
first analysis suggested a need to probe more deeply the assumptions that authors 
hold about reflection, assumptions that cause them to perceive reflection in 
specifie ways - as leaming, as social practice, as being, as metacogniton, as 
problem-solving, as self-development, as meaning making. The factors that 
influence reflection - emotion, experience, values, context - indicated sorne of the 
variables that affect the process or result of reflection. The results of reflection -
generic change and emancipation or empowerment - indicated outcomes 
recognized across the three communities. These three topics (assumptions, 
influential factors and results) in the findings from the three communities indicated 
sorne of the common themes in the discussion of reflection across the 
communities, but also provided a first look at the range ofunderstandings about 
the concept. 
2. Analysis of definitions of reflection: The second analysis allowed for a more 
precise view ofthe processes and rationales articulated in the literature; in other 
words, it examined what authors think one does when one reflects and why one 
does it. It was possible from the definitions studied to show the variety of 
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cognitive and affective processes that operate in reflection. The link between 
reflective processes as articulated in the definitions and aspects of learning, 
particularly the similarity to Bloom's taxonomy, emerged. It was also possible to 
comprehend the value placed on reflection by the authors studied through the 
rationales inc1uded in the definitions. Additionally, it was noted that the rationales 
often had an internaI or an external focus, showing the position of the person 
reflecting with regard to himself or herse1f or externally with regard to the outside 
world. The second analysis also hinted at the need to explore the underlying 
thinking behind the definitions of reflection proposed by the authors studied. 
3. Analysis of the critiques ofreflection: The third analysis suggested that the 
epistemologies adhered to by authors at first glance coyer a wide range; however, 
the appearance of this range is exaggerated by different terminology. The analysis 
suggested that certain common epistemologies exist, as the collapsing of sorne 
terms into meaningful groups reveals fewer differences in the range than are first 
apparent. These epistemologies suggested views of reflection as making choices 
and decisions about teaching, as reconstructing meaning, as questioning values, as 
a combination of the aforementioned views, and as aesthetic and ethical action. 
The range, although significant, proved to be not as wide as it appeared at first. 
Processes of reflection emerged as a complex and troublesome theme in the 
literature. The intensity of the focus on cognitive and affective aspects of reflection 
is unc1ear, as is the dynamic between these two aspects of the reflective process. 
What do es seem c1ear is confusion about the ways these two aspects ofthe process 
influence each other. This analysis showed similar rationales for reflection to the 
ones from the previous analysis, and also separated the results of reflection from 
the rationales. However, little difference appeared between the two, although there 
is more agreement across the literature about the results than about the rationales. 
As well, the relationship between reflection and action was shown to be an area of 
controversy, particularly regarding the proximity to or distance from the action of 
the person who reflects. Another complex aspect of reflection, that of context, was 
seen to be much more significant in the analysis of the critiques than in the other 
two analyses; it could be noted that a variety of contexts come into play in 
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reflection, but not all are accorded the same degree of importance by different 
authors. 
Methodology 
Putting the results of the three analyses together involved the last two steps of the 
six step rnethodology outlined in Chapter 4. Details of steps five and six as they apply to 
the rnerging of results across the three analyses are provided here. 
Step 5. Analyzing results across the three studies 
Each analysis produced findings about the literature on reflection relating to a 
range oftopics. 1 looked across the analyses to see what thernes ernerged as cornrnon and 
as different. Table 15 shows the salient thernes in each analysis. Thernes that link the 
analyses are rnatched in this table. A discussion of the links across the analyses follows in 
the section on findings. 
Step 6. Designing a framework for understanding the literature on reflection 
The rnerging of results from the three analyses of professional cornrnunities, 
definitions and critiques led to a final design of an integrative frarnework to facilitate 
understanding of reflection. This frarnework shows the relationship of the prevalent 
thernes in the literature on reflection to each other. The results indicated overlap across 
thernes; this overlap is indicated in the framework. Questions to guide a reader's 
understanding of an individual work on reflection accornpany the framework. The 
integrative framework is displayed in Figure 4, followed by the questions. Both are 
explained in the following section on findings. 
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Findings 
Links across the three analyses 
While each analysis had a different focus and produced different results, many 
links can be made across the three analyses. Recognizing these links helps ultimately to 
develop a clearer sense of the literature on reflection. Table 15 displays the themes that 
can be linked across the three analyses. An explanation of each follows. 
Table 15. Linking of themes across the three analyses 
Analysis 1.,'; .•..• lAnalysis 2 . Analysfs3 
.. .Prpfessi()nal:ç~mmunities Definitions Critiques '.>, 
assumptions Epistemologies 
emotion as an influence on cognitive and affective interaction of cognitive and 
process of reflection aspects of processes and affective aspects of 
rationales present processes not fully 
understood 
Results rationales/results rationales/results 
context as an influence on internaI and external nature context and the self are 
reflection of rationales suggests complex aspects of 
different contexts reflection 
previous actions influence on process can have action as action and reflection have 
reflection an object an unclear relationship 
Assumptions and epistemologies: 
Table 15 shows that two of the analyses result in sorne discussion of the 
assumptions about reftection and the epistemologies that drive an author's thinking about 
it. The assumptions about reflection noted in the analysis of professional communities 
suggest there may be an underlying belief that causes an author to adopt a certain stance. 
The epistemologies noted in the analysis of critiques come closer to identifying a stance 
taken by an author. Sorne specific links can be made between the two analyses. Sorne of 
the assumptions from the analysis of professional communities are in sorne ways 
reiterated in the epistemologies that resulted from the analysis of critiques. For example, 
the assumption of reflection as meaning-making is seen in the epistemological position of 
reflection as reconstructing meaning. The assumption of reflection as problem-solving 
seems related to the epistemological views of reflection as having potential for improving 
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teaching and as involving choices or decisions about teaching. The assumptions of 
reflection as self-development and as social practice may be linked to the epistemological 
position of reflection as questioning of moral, ethical, political or social values; it might 
be considered that questioning such values leads to a practitioner's self-development and 
that regarding reflection as social practice leads to a deeper appreciation of the social 
nature of practice. The assumption of reflection as leaming could be said to run across 
many of the epistemological positions: views ofreflection as improving teaching, as 
reconstructing meaning, as questioning ofvalues. The ide a ofleaming appears 
specifically in the analysis of critiques as a result ofreflection, rather than an 
epistemological position. Two of the assumptions, reflection as metacognition and 
reflection as being, are more difficult to place within the epistemologies noted; however, 
the first may relate more to the processes of reflection and the second may relate more to 
the idea of the self and the context of reflection as they link to action. 1 have suggested 
here possible connections across the two analyses for these ideas. The connections 
between the assumptions about reflection as revealed in Chapter 5 and the epistemologies 
as revealed in Chapter 7 might be seen as in Table 16. 
Table 16. Matching of assumptions and epistemologies from first and third analyses 
AssumptioO$ . .' " Epistemologies < 
Learning self development, improving teaching, 
questioning of effects of actions 
Metacogn ition self-development, questioning 
Social practice questioning of effects of actions politically, 
socially, culturally 
Problem-solving improving teaching , making choices 
Meaning-making constructing meaning 
Self-development questioning of ethical, moral values, effects 
of actions politically, socially, culturally 
Seing aesthetic and ethical act 
Affect (including emotion) and cognition 
Table 15 also shows that the ide a of affect as an influential factor in reflection 
surfaces in the three analyses as significant in the processes of reflection. In the first 
analysis, it is narrowly defined as emotion; however, both other analyses note the 
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presence of sorne kind of emotional aspect, in these cases as part of the affective aspects 
of the processes of reflection. In the analysis of definitions, the interaction of cognitive 
and affective processes includes emotion; the rationales likewise display an affective 
aspect that may have an emotional component. The analysis of critiques strengthens the 
notion that affect or emotion is operative in the process, but shows that the nature of the 
interaction between affective and cognitive aspects of the process is unclear. 
Rationales and results 
Table 15 shows that results are a topic of discussion in aU three of the analyses. 
Discussion of results appears in both the first and the third analysis with little that 
emerges as controversial. The first analysis pointed to sorne kind of change as one result 
and to emancipation or empowerment as a further result of reflection. The third analysis 
revealed more results ofreflection (e.g. learning, effective teaching), but also included 
the two from the first analysis. The second analysis showed a linking of rationales and the 
results or outcomes of reflection. In the first analysis the rationales may be somewhat 
embedded in the assumptions that emerge. In the third analysis it becomes clear that 
rationales and results are closely linked, as the first suggests an assumption about what 
will come out of the process and the second identifies the actual outcome. These two may 
be the same in many cases. 1 have therefore coUapsed these two themes of rationale and 
result into one, as 1 have shown in Table 15, above, which links the themes across the 
three analyses. In the framework 1 designed (Figure 4), results are included in rationales, 
the latter being a more inclusive term. 
Context 
The table shows that the complex issue of context appears in aU three analyses in 
one way or another. In the first, it was recognized as a factor that influences reflection. In 
the second, the nature of the rationaies suggested different contexts that are both internaI 
and external to the person who reflects. In the third analysis, context was revealed as a 
complicated issue. The discussion of findings about the definitions of reflection in 
Chapter 6 revealed these internaI and external rationales as a movement from reflection 
that is centred on the self to reflection that is more outward looking and encompassing of 
141 
the immediate context of the practice situation and also the broader contexts of society 
and even the world. This ide a resonated as weIl through the findings from the analysis of 
critiques, which showed that there is a great deal of complexity in this issue. The third 
analysis revealed another aspect of the discussion of context which was less evident in 
the first two analyses: the inability to detach the self from the context. The third analysis 
highlighted the complex nature of the relationship of self and context to reflection. 
According to what emerged from the three analyses, context might be seen in one of two 
ways. It might be regarded as a continuum, as McLaughlin (1999) suggests. Figure 2, 
below, represents a visual interpretation ofMcLaughlin's idea that the scope and object 
of reflection range across contexts that go from specific and proximate, centred on 
classroom practice, to general and contextual, including broad educational issues. 
Figure 2. Scope and object of reflection across different contexts, based on McLaughlin 
(1999) 
Specific/proximate General/ contextual 
scope/object of reflection ..... -------------------~ scope/object of reflection 
( classroom practice) (broad educational issues) 
The context as it is revealed here might provide additional understanding of the 
rationales discussed in Chapter 6. There, a visual representation (Figure 1) showed the 
movement from internaI to external rational es, from thinking and changing thinking, 
through taking action and improving learning, to altering society; The link to different 
contexts for reflection might be seen by adding to this visual as in Figure 3, below. 
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Figure 3. Linking of rationales for reflection and contexts 
Ratlonale$ 
In Figure 3, the context for internaI rational es is the self; more external rationales 
move outward from the centre focus to the context of practice or action outside the self 
and then to a broader context of society. The movement suggests the positions of the self 
within a context with regard to action as weIl. Evidently, there are a variety of ways in 
which to perceive the context of reflection and the way it interacts with other aspects of 
reflection. 
Action 
While the first study notes that experience is a factor that influences reflection, 
little or nothing with respect to experience results from the second and third analyses, 
although experience is indicated as an object of the reflective process in the analysis of 
definitions. It may be that action as it is revealed in the analysis of critiques has a link to 
experience, and although this idea is not articulated in the critiques in a specific way, it is 
possible to regard action as the embodiment of experience. In the first analysis, therefore, 
experience that influences reflection could be considered previous action; in the second 
analysis, experience, or action, becomes the focus of reflection. The connection between 
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reflection and action is an issue that emerges c1early from the third analysis only. 
However, it is revealed in this analysis as so problematic as to bear attention. More 
extensive discussion of this issue is found in the previous chapter. What is c1ear is that 
the re1ationship has often been defined in terms of the time at which reflection happens, 
as before, during or after action; however, it has also been defined in terms of the degree 
of c10seness between the person who reflects and the action, as in Bleakley's (1999) ide a 
of reflection-as-action. Table 17 indicates the ways in which the relationship between 
reflection and action has been characterized. 
Table 17. Different relationships between reflection and action 
Reflection-for -action 
Reflection-on-action 
Reflection-in-action 
Reflection-as-action 
Common ideas 
reflection before action, as a preliminary to 
action and involving planning, may draw 
on previous action or experience, may also 
emerge from reflection-on-action 
previously done 
reflection after action, may inc1ude a focus 
on results of action or context of action, 
may lead to reflection directed towards 
future action 
reflection in the middle of action, may 
involve the changing of tacit to explicit 
knowledge 
reflection as inseparable from action and 
context, the person and the action are 
inextricably linked 
The three analyses together result in a set of ideas about reflection in the literature 
that are common across authors and relatively stable over the period studied. Five such 
ideas are prominent: the difference in underlying assumptions and epistemologies that 
inform perceptions of reflection, the presence of processes, both cognitive and affective, 
of reflection, the sense that reflection is conducted based on a ration ale linked to the 
value of the process, the importance of context, and the importance of action as an obj ect 
of or influence on reflection. 
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Uncerlainties that remain 
The three analyses also show the issues that remain unresolved and problematic in 
the literature on reflection. These inc1ude the uncertain nature of the interaction between 
the cognitive and affective aspects of the process, the unc1ear relationship between 
reflection and action, and the complex situation ofthe selfwithin different contexts in 
reflection. 
An integrative framework for understanding and analyzing the literature 
The following integrative framework is provided as an aid to understanding 
reflection. The framework is based on the results of the three analyses, in particular the 
common themes that are revealed, as they are discussed in chapters 5, 6, and 7 and in the 
first part of the present chapter. It is intended to show the principal themes in the 
literature on reflection and the relationships among them. 
The framework could have different purposes. It could be used to gain 
comprehension of the central issues in the literature or to analyze the contents of a work 
to determine where it fits within the broader discussion about reflection. Figure 4 displays 
this framework. Linked to it is a series of questions related to the themes shown. The 
questions, like the framework, emerge from the discussions in the previous chapters. 
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Figure 4. Integrative framework of the themes in the literature on reflection 
G,\ON 
G «: \;~ EPISTEMOLOGIES 
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Figure 4 is a visual representation of the prominent themes that emerge from the 
three analyses and the ways in which they connect. It is intended to guide readers of the 
literature on reflection. It can be interpreted in the following way. 
The epistemologies and assumptions that drive authors' perceptions about 
reflection are represented in the background oval. Positioning them in this way indicates 
their place as basic to an author's understanding ofreflection, the place from which other 
ideas about reflection emanate and in sorne ways are controlled. The arrows indicate the 
linking of epistemologies and aIl other aspects of reflection. The four overlapping circ1es 
superimposed on the background oval represent four prominent themes in the reflection 
literature: processes, rationales, action and context. These aspects ofreflection have a 
dynamic connection to each other. The overlapping are as of the circ1es show the ways in 
which these aspects interact. The processes and rationales are linked through the 
cognitive and affective components of reflection; the rationales and context are linked 
through the internaI and external positions of the person who reflects within different 
contexts; the context and action are linked through the self and the position of the self in 
the action; the action and the processes are linked through the way in which the processes 
operate with respect to action: in-, on-, for- or as-action. 
A further and important intersection of the aspects of reflection occurs at the 
centre of the framework where the four prominent themes coincide. This important 
intersection suggests the very strong links among them, and points to the fact that it is 
difficult to separate one from the others; however, the side-by-side links mentioned above 
highlight the predominant connections between certain aspects. It might be possible to 
regard this central intersection as the object or focus ofreflection. Possible objects of 
reflection as revealed in the definitions were listed in Chapter 6 as practice, social 
knowledge, experience, information, theories, meaning, beliefs, self and issues of 
concern. However, this centrality offocus or object ofreflection is not a product of the 
literature. 1 mention it here as a speculative point only. 
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Apart from providing a visual representation ofthe themes in the literature on 
reflection and their interrelationships, the figure gives a reader a picture of the issues to 
examine in situating a work on reflection within the literature. Along with determining 
the content of a work in relation to one or any of the themes of reflection shown in the 
framework, a series of questions might guide the reader. These are listed below as a way 
of thinking about the themes of reflection included in the framework. In each case, links 
to tables or figures that appear in other parts of this dissertation are indicated. 
Questions to ask about a work on reffection to accompany the framework 
Epistemological position 
Despite sorne continued clouding of the issues with respect to epistemology, it is 
possible to make certainjudgments about a work's position. First, the degree to which the 
view of reflection expressed is focussed directly on teaching actions or on larger moral, 
social and ethical issues is usually clear. Using Table 14 as a guide, works could be 
situated within one of the prevailing epistemologies. 
Table 18. Questions about epistemologies 
Questions about epistemologies 
Does the author take a discernable epistemological stance or put forward an 
assumption about the nature ofreflection? 
Does the author's view ofreflection relate to one ofthe following epistemologies: 
Reflection as 
having potential for improving teaching; 
involving making choices or decisions about teaching; 
reconstructing meaning; 
questioning of moral, ethical, political, social values; 
combining aIl the above; 
aesthetic and ethical action? 
Link to Table 14 
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Processes of reflection 
In a single work on reflection, as indicated in a study of the definitions reported 
here, authors can reveal the degree to which they consider cognition and affect to be part 
of the processes of reflection. Isolating a definition and detennining the processes it 
inc1udes can help to show the interplay ofthe two, or the absence of one or the other. The 
categorization of processes in Table 7 could help a reader to understand the approach to 
the process ofreflection taken by an author. 
Table 19. Questions about processes of reflection 
Questions about processes of reflection 
Does the author provide a definition of reflection that specifies 
processes ofreflection? 
Do the processes imply both cognitive and affective aspects ofreflection? 
Is there any indication of the nature of the relationship between the cognitive and 
affective processes? 
Link to Table 7 
Rationales for reflection 
Examining a definition can reveal the rationale an author holds for reflection in 
general, his or her assumption that the process is valuable in a certain way. Using Table 
10, a c1earer understanding of the nature of the rationales for reflection as they are 
understood by an author can be developed. 
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Table 20. Questions about rationales for reflection 
Questions about rationales for reflection 
Does the author provide a definition of reflection that specifies rationales 
for reflection? 
Do these rationales suggest an internaI and external focus for reflection 
such as thinking differently or more c1early, justifying one's stance, taking 
or improving action, thinking about actions or decisions, changing thinking 
or knowledge, improving student leaming or altering the self or society 
Link to Table 10 
Reflection and action 
In the reading of a work on reflection, asking questions about the nature of the 
relationship between reflection and action could mean examining whether an author 
thinks reflection occurs during action (reflection-in-action), as a preliminary to action, 
(reflection-for-action), as a review of action (reflection-on-action), or is intertwined with 
action (reflection-as-action). Understanding an author's sense ofthis relationship can also 
inform the additional understanding of the context and the self in relationship to 
reflection. Table 18 shows the ways reflection and action are considered in the literature. 
Table 21. Questions about reflection and action 
Questions about reflection and action 
Does the author articulate a position regarding the relationship between reflection 
and action? 
Is this relationship indicative of reflection that is in-action, on-action, for-action, 
or as-action? 
Link to Table 17 
Reflection and context 
The degree to which an author reveals that context is important links to the nature 
ofthe interaction between reflection and action in an author's thinking. As well, it may 
suggest the place of the person reflecting, the self, within practice. Linked to these 
aspects of a view of reflection is the ide a of leaming and its relationship to reflection. 
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Examining context can show whether an author's understanding ofreflection focuses on 
the self, on a more outward look at c1assroom or educational situations or on more 
external situations including the broader society and the world. Figure 3 provides one 
way of considering the possible contexts in which reflection happens. 
Table 22. Questions about reflection and context 
Questions about reflection and context 
Does the author indicate a context within which reflection happens? 
1s the context related to the individual self or to a larger situation such as the 
educational community or the world? 
Link to Figure 3 
The questions suggested here are intended to serve as a guide for a reader of a 
work on reflection. They indicate, beginning with the notion of an underlying 
epistemology, the issues that it is important to discern within a work in order to situate it 
within the body of literature on reflection. Finding possible answers to the questions 
should resuIt in an understanding ofthe author's position with regard to sorne ofthe 
major issues discussed in the literature. 
Blending of ideas 
It is of course evident that the lines connecting the themes are blurred. This 
means, for example, that examining the selfwithin the context ofreflection cannot be 
separated from examining the self as revealed in the definitions of reflection, nor can 
examining the selfbe separated completely from examining the relationship ofreflection 
and action. Furthermore, the self and the context are linked through definitions of 
reflection to internaI and external rationales. Similarly, certain aspects of epistemology 
can be revealed through definitions ofreflection as well as through an author's critique of 
other works. This blurring of the lines among themes is consistent with the metaphor of 
examining a picture mentioned at the beginning of this study. Stepping back to look at the 
picture reveals where the colours appear distinct or blurred. The analyses ofthe literature 
on reflection reported here show that much blurring of colours is part of the picture of 
reflection. 
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Conclusion 
This chapter merging the results ofthe three analyses of the literature on 
reflection shows a possible framework for understanding reflection. The framework 
demonstrates the dynamic interrelationships shown in the literature among the processes, 
rationales, context and action within reflection. The questions that go with the 
framework, also drawn from the results of the three analyses and articulated for each of 
the major themes, are intended as a guide for readers of the literature on reflection. 
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Chapter 9: Situating the study within a broader context 
Connecting reflection to broader theories 
The previous chapter set out a framework for understanding reflection. The 
blurred relationships across themes shown in this framework explain sorne of the 
confusion that has existed in the literature. Relationships across the themes are not always 
apparent. However, the range of epistemologies underlying these overlapping themes 
suggests that larger questions remain unanswered. The original questions of this study 
that focused on the nature of the literature and the possibility of designing a framework to 
explain it now shift to a bigger picture. The questions that arise from this study might be 
posed as follows: Why do such varying approaches to reflection exist? What is the basis 
for the differences? What connections can be made to broader ideas about learning and 
cognition? In addition, merging the results ofthree different analyses of the literature 
reveals lingering controversies about reflection: the way cognitive and affective aspects 
of reflection interact, the connection between reflection and action, and the situation of 
the self within a context in reflection. These controversial issues are linked to the larger 
questions posed above. Exploring the results ofthis study leads to further consideration 
of sorne of the discrepancies in approaches to reflection. In the following section 1 will 
explore the relationship ofreflection to broader ideas as a potentially promising way to 
explain sorne of the different understandings of the concept. 
Reflection and ideas about cognition 
What appears to be lacking in the literature on reflection is a clear notion ofhow 
reflection might connect to theories of cognition and leaming. While this literature 
provides many models ofreflection (e.g. LaBoskey, 1994; McAlpine et al., 1999a; 
Taggart & Wilson, 1998) that show its components, little is said about the place of 
reflection within a general understanding of cognition and learning. The conclusions 
derived from the three analyses of this study may be a start at appreciating the place of 
reflection within this larger picture. 
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In the literature on reflection, as seen in this study, frequent reference is made to 
the link between reflection and leaming. Moon (1999), for example, provides extensive 
discussion of the place of reflection in leaming. She sees the outcomes of reflection as 
related to its roles in leaming, those roles occurring in "initialleaming, in the process of 
representation ofleaming, and in the upgrading ofleaming" (p. 156). Moon has 
developed a map of leaming to clarify the processes it involves, drawing on the ideas of 
Piaget about cognitive structure. She also incorporates ideas about student leaming 
propounded more recently by a number of scholars (e.g. Ramsden, 1992). What she 
cornes up with is a model of leaming which shows the capacity of reflection to help a 
leamer make the transfer from surface to deep leaming. In a more recent work, Moon 
(2004) further develops ideas about this link between reflection and leaming, placing 
reflective and experientialleaming within a broader theoretical structure. Eraut (2000) 
also makes the point that reflection and leaming are similar: "the leaming process is 
commonly described as a reflective process incorporating prior explicit knowledge as 
well as recent experience" (p. 132). There seems to be little dispute that reflection has 
this close link to leaming; what remains unclear is how the different approaches to 
reflection fit into theories of cognition and leaming. In her work, Moon notes the 
difficulty of characterizing the relationship between cognition and reflection, suggesting 
that reflection "is generally not a recognized construct in psychology" (p. 94). She states 
that "reflection is narrower than cognition or thinking, though it is probably justifiable to 
say that reflection is a form of cognition or thinking" (p. 94). Rer tentative ideas force us 
to confront the connection between reflection and cognition. If reflection is a form of 
cognition, could different ideas about cognition help to account for the range of 
approaches to reflection? 
Theories of cognition range from those founded in traditional cognitive 
psychology to those based in situated cognitive psychology, or cultural psychology. l will 
briefly explore these theories in order to re-examine the epistemologies that appear to 
inform approaches to reflection. This exploration will not provide additional analysis of 
ideas about reflection, but will suggest sorne possibilities for future examination of the 
concept and its links to cognition and leaming. It is intended to provoke further thinking 
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about the variety of understandings attached to reflection, but not to provide definitive 
conclusions. 
It is possible to see the range of ide as about cognition as a continuum. At one end 
ofthis continuum might be traditional cognitivist theories, as explained by Anderson 
(2000), which regard knowledge development as a result of internaI mental processing; 
the individual brain has a capacity to process selected input to aid leaming. External 
reality is perceived through the use of internaI cognitive resources. In such biologically 
based theories, the mind is the object ofstudy. Resnick (1991) de fines this traditional 
view of cognition as follows: "an individual act bounded by the physical facts ofbrain 
and body" (p. 1). Recent efforts in neuroscience continue to approach cognition in this 
way, through an understanding of the workings of the brain. Somewhere in the middle of 
the continuum might be theories which promote constructivism. Brainerd (2003) suggests 
that Piaget's notion of constructivism as having to do with a leamer's interaction with the 
external environment is a departure from more purely cognitivist theories. Such theories 
move the study of cognition from a focus solely on internaI processes to a recognition of 
external influences which may affect these processes. Knowledge is constructed by 
le amers using their innate capacities in interaction with the environment. Their 
experience with the world helps them to create knowledge. At the other end ofthis 
continuum might be current theories of situated cognition which favour a view of 
knowledge construction occurring in a community setting through the use of mediational 
means. Such theories rely heavily on the ide as ofVygotsky (1978) in considering 
individual minds operating in social practice to construct reality. Wertsch (1998), 
following Vygotsky, analyzes human action in a way that shows the interplay of 
individual mental processes and their sociocultural setting. 
This linking of reflection to ideas about cognition may help us to understand the 
variety of approaches to reflection. Views which tend to focus on reflection as originating 
with the individual, a pursuit centred on mental processes, differ from views of reflection 
as more socially or community oriented, the individual being a creation of this 
community situation, perhaps because of more fundamental views of cognition. 
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Reflection and social practice theory 
Just as looking more c10sely at the way reflection might connect to broader ide as 
about cognition and learning could deepen our understanding of the different approaches 
that have been taken to the concept, so might a c10ser examination of other theories he1p 
to explain the unresolved issues in reflection. A brief discussion follows about how the 
unc1ear connection between reflection and action and the difficulty of distinguishing the 
selfwithin a reflective context may relate to a broader picture as well. 
Reflection and action 
Seeing the theories of cognition and learning on this continuum helps us perhaps 
to appreciate the complexity of the relationship between reflection and action. A view of 
reflection as distant from action may suggest a view of cognition or learning as a more 
intellectual, individual process. A view of reflection as inseparable from action suggests a 
view of learning as occurring within the action. 
Social practice theory, c1ose1y connected to theories of situated cognition, may 
he1p to further explain this issue. While the literature on social practice theory is not the 
literature on reflection, it does contain references to reflection as a component of practice. 
It is therefore appropriate to explore the ways the ideas in this literature contribute to an 
understanding of reflection. 
The focus of social practice theory, according to Lave and Wenger (1991), is the 
"relational interdependence of agent and world, activity, meaning, cognition, learning and 
knowing" (p. 50). Their view emphasizes the social nature oflearning, thinking and 
knowing and the situatedness of practice and activity. There is always a context involved 
in practice. Wertsch (1998), drawing on the work of Dewey and Vygotsky, sees the "need 
to go beyond the isolated individual when trying to understand human action" (p. 19). 
Jonassen and Rohrer-Murphy (1999) make the same point about activity theory very 
c1early: 
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Activity cannot be understood or analyzed outside the context in which it 
occurs. So when analyzing human activity, we must examine not only the 
kinds of activities people engage in , but also who is engaging in that 
activity, the rules and norms that circumscribe that activity, and the larger 
community in which the activity occurs (p. 62). 
Lave (1993) says the same about theories of practice: "Theories of situated 
practice insist that persons acting and the social world of activity cannot be separated" (p. 
5). This connection between a practitioner and the larger context may help to explain the 
nature ofreflection in practice. Here we find links to the ide as of Van Manen (1991), 
Tremmel (1993), and DonneIly (1999), aIl ofwhom stress the connection between being 
and activity, as weIl as Shepel (1999) who refers to reflection as an activity and not a 
state. AlI four seem to be saying the same thing about the nature of reflection and action: 
it is difficult to separate the person from the practice. Their views coincide with Lave's 
statement about the inseparability ofperson and context. In Engstrom's (1993) activity 
theory the links are clear. In an interesting connection to the mindfulness ofhuman action 
mentioned in Van Manen (1991) and Tremmel (1993), Engestrom and Middleton (1998) 
list remembering, reasoning, seeing, leaming and inventing as aspects of mindfulness. 
Their statement that the "hum an practices ofwork are analyzable in terms ofthe social 
inteIligibilities ofmindful practices" (p. 4) suggests activity theory can be helpful in 
gaining an understanding of reflection, keeping in mind that reflection takes place in a 
social context. 
Reflection and context 
Similarly, ideas within social practice theory help to clarify notions about 
reflection and context. Jonassen and Rohrer-Murphy (1999), in an article on using 
activity theory for the design of constructivist leaming environments, discuss at sorne 
length the relationship of mind to context: "the unit y of consciousness and activity" (p. 
64). They note that leaming develops from activity, rather than the reverse, and this is 
what makes activity theory a powerful way to examine the interaction ofhuman thinking 
with activity in a context; in other words, context is a vital factor in viewing human 
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thinking and activity. The interrelationship ofmind and body means that knowing or 
leaming and doing are also interlinked: "Consciousness informs activity, which embeds 
consciousness" (p. 65). This interlinking ofknowing and doing also me ans that any 
changes in the context of an activity become reflected in thinking and in activity. As 
earlier, the suggestion is that activity theory might be useful to an examination of 
reflective practice; the implications of a changing context on reflection are evident. 
In a somewhat different way, Dunne (1994), writing about activity theory as a 
way to perceive teaching activity and thinking, has recognized the contextual factor in 
reflection. He identifies a control component in teaching actions as the area for 
examining or revisiting practice. This control component, where reflection happens, in 
his view is deve10ped by withdrawing from teaching action, rather than remaining in the 
teaching context. 
A further important aspect of activity theory is its community nature. Activity 
systems occur in the context of a larger community, making the social dimension of 
activity a factor to consider. Star (1998) writes emphatically about this aspect: 
In exploding individualist explanations for activities such as cognition, 
feeling, and remembering, ... activity theorists created new units of 
analysis powerful enough to explicate how we are coimplicated in each 
others' actions, induding those actions usually thought private and 
individual (p. 308). 
In addition, activities are developed historically in a culture, an idea which gives extra 
impact to the importance of context. 
Early ideas about the importance ofunderstanding practice appear in the literature 
on reflective practice (e.g. Handal & Lauvas, 1987). These ideas recur in the subsequent 
literature and have bec orne more fully developed in recent literature as the concepts of 
practice and activity gain prominence. Their connection to an understanding of reflection 
and reflective practice can be drawn. In fact, Star (1998) reminds us that sorne of 
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Dewey's ideas were perhaps forerunners to activity theory. Here we see, then, sorne of the 
connections that might be made to broader ideas. 
Context and self 
In a similar way, we find sorne clarification of the way in which the self relates to 
a context within social practice theory. For Wenger (1998), a major consideration is the 
development of identity within a community of practice, and the relationship of the 
individual to the collective. The analysis ofthe reflection literature in Chapter 5 
considered works across three professional communities, using Wenger' s notion that 
communities of practice exist and that they might produce texts. Here, the nature of the 
practice within communities is used as a way to consider issues in reflection. 
One of the most powerful of ideas in Wenger' s conception of a community of 
practice is the effect of a community on a person' s sense of identity as a practitioner 
within the community. Much earlier, Mead (1934) explored the connection between self 
and community, using his concept of the "generalized other" as a part of the selfto 
explain the self in relation to society (p. 154). Reflection, in this view, is a part of social 
processes, not separate from them. Part of this reflection is the self taking on the role of 
others in the social context. Wenger's (1998) discussion ofidentity suggests somewhat 
the same thing: an individual' s identity is tied up with that of a community of practice. 
There is no individuallcollective dichotomy. As a result, reflection is inseparable from 
action. Shepel (1999) points out that Dewey believed much the same thing about 
reflection; it is a part of social interaction, a product of associating with others. 
According to Wenger (1998), three modes ofbelonging allow an individual to 
establish identity with a community. The first ofthese modes is engagement, which 
implies being involved in the negotiation ofmeaning. The second is imagination, or the 
connecting of an individual's experience with views of a larger world. The third is 
alignment, or the merging of an individual's activities with those of a broader situation. 
Wenger himself makes the link to the concept of reflection when he discusses educational 
imagination. One of its aspects is reflection, " .. .looking at ourselves and our situations 
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with new eyes ... taking a distance and seeing the obvious anew ... being aware of the 
multiple ways we can interpret our lives" (p. 272-273). In reflective practice, engagement 
and imagination, two ofWenger's modes ofbelonging, are combined. Thinking in this 
way suggests an expanded view ofreflection to include a practitioner's involvement in 
creating meaning through his or her practice and vision of the world and practice in the 
broadest sense. It moves reflection from narrower notions of an individual's isolated 
thinking to the thinking of a larger group within a context of practice. Perhaps this idea of 
imagination is something akin to the anticipatory reflection mentioned by Conway 
(2001), who is concemed that our view ofreflection include such future thinking. 
Considering such future thinking as imagination lends a new perspective to ideas about 
reflection. It suggests the practitioner as the imaginer of future situations of practice or 
self-identity. Linked to this perspective might be the sense of a practitioner's vision of 
change in identity or practice. This might be an interesting avenue for research. 
The theory about communities of practice is beginning to filter through recent 
literature on reflective practice, and there appears to be a growing recognition that it is 
through the former that we might increase our understanding of the latter. Edwards and 
Brunton (1993) describe a plan for supporting teacher reflection which includes attention 
to both the individual and the collective. They recognize a shifting between an 
individual's private, personal, intramental reflection and public, social, intermental 
reflection. Convery (1998) is critical of Schon's approach to reflective practice because it 
seems to lead to an undue focus on the immediate classroom situation. Convery appears 
to be suggesting that an additional focus on the identity of the practitioner would be a 
good thing, especially if this focus is supported by others in the same context. Without 
mentioning communities of practice, he is advocating an approach to reflective practice 
that includes sorne of the same tenets. Others (Pugach, 1999a, 1999b; Palinscar, 1999) 
mention communities of practice in a discussion of the ways in which community centred 
reflection can promote leaming in teachers. 
This connection of the reflection literature to ide as in social practice theory may 
have sorne promise. Knight and Trowler's (2001) examination of departmental 
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interactions was founded on the notion of communities of practice. In their discussion of 
this examination, they point out that social practice theory, encompassing communities of 
practice theory, has sorne value for the exploration of educational issues related to 
practice. A deeper exploration of the place ofreflection within this theory may be useful 
in clarifying sorne of the complex issues in the literature on reflection. 
Cognition and affect 
The uncertain relationship between cognition and affect may also be linked to an 
understanding of reflection within broader ideas about cognition and leaming; however, 
at present the exact nature of this relationship remains elusive. It would make sense that a 
traditional view of cognition based on a biological model would separate body and mind, 
or affect and cognition, suggesting that a definition ofreflection in which cognitive 
processes are predominant would link to such a view of cognition, whereas one based on 
more affective processes would faH towards the other end of the theory continuum. An 
example ofthe former might be Bright's (1995) definition ofreflection as a process to 
"identify and evaluate the quality of information" (p. 69); an example ofthe latter might 
be Atkins and Murphy's (1993) definition ofreflection as a "critical analysis of feelings 
and knowledge" (p. 1190). In addition, the rationales offered as a basis for reflection 
may indicate an author's predominantly cognitive or affective approach to the concept. 
An example of a more cognitive rationale might be "grounding explanations in evidence" 
(Shulman, 1987, p. 31), and an example of a more affective rationale might be to 
"understand better the meaning oflived experience, one's relationship within and to the 
world" (Conway, 2001, p. 90). But these ideas remain speculative only, and much more 
investigation would be needed to understand how these aspects of reflection might 
interact. 
In the literature on educational psychology different possible relationships 
between cognition and affect have been proposed. They might be interdependent (e.g. 
Palmer, 1998); or cognition may influence affect (e.g. Stapel, 2003); or affect may shape 
cognition (e.g. Goleman, 1997). Lazarus (1999) recognizes the lack ofresolution in this 
debate, noting that cognition, motivation and emotion have an interrelationship that is 
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unclear. Dalgleish and Power (1999), in summarizing a number ofworks on cognition 
and emotion, note that there is much scope for future research in the uncertain nature of 
this relationship. The relationship has evidently not been c1early defined in other 
literatures, and so it is not surprising that it remains unclear in the literature on reflection. 
The previous discussion suggests that linking ideas about reflection to broader 
theories of cognition and leaming and of practice and activity may allow for a deeper 
understanding of diverse approaches taken to reflection. The divide between theories of 
cognition as they might appear on a continuum brings to light the different ways leaming 
has been perceived. It may also be true, however, that there has recently been more 
merging of the two extreme views than once was the case. Moore (1998) has reviewed 
the ideas at both ends of this continuum and finds that recent cognitivist theory is "getting 
warmer, moving further from the sense of a self-contained ability which is used to 
acquire knowledge - much as one might fill a shopping basket - to a sense of ability as 
something vitally and reciprocally connected to the environment"; this, for Moore, is 
"constructive cognition" (p. 163). She is critical of the view that the two approaches 
continue to be so far apart on the continuum; in her mind, the difference now may be one 
of tenninology only. Rer explanation of the two extremes states the following: 
The only real difference between the two seems to be a basic ideological 
shift from individual to community, though not so much a shift as an 
intended erasure. In situative theory, the person does not even exist, 
theoretically, until he or she is created by context. No context, no being. 
Cognitive theory assumes individuals are significant in their own right, 
and that they are comprised of more than blank fonns awaiting creation by 
environment. (p. 167) 
If, as Moore suggests, there is movement in cognitive theory toward the more 
situated end of the continuum, it becomes possible that the affective components of 
reflection become more evident. 
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Contributions of the study 
Although there already exist sorne surveys of the literature on reflection over the 
past twenty years or so (e.g. Hatton & Smith, 1995; Zeichner & Liston, 1996), and 
critiques of the literature and the concept have been frequent (e.g. Fendler, 2003; Parker, 
1997) there has been no study that encompasses as many aspects of the literature as this 
one. The comprehensiveness of the study allows for a broad and deep view of the 
significant ideas across the literature on reflection. 
As such a comprehensive examination of literature on reflection, this study makes 
a number of contributions both conceptually and methodologically. These are described 
below along with sorne limitations. 
Conceptual contributions 
In terms of ideas about reflection, the study highlights the wide variation in 
approaches to the concept; in doing so, it uncovers significant differences in 
epistemologies that govern individual authors' views. One of the results of the study is a 
framework that presents the interconnectedness of major themes in the discussion of 
reflection, which may help to make more readily apparent the reasons for confusion in 
the literature. The difficulty of separating context and action, or cognition and affect, for 
example, becomes salient. 
Furthermore, the consolidation of ideas about reflection into the framework has 
provided a more consistent language for discussing the concept than has existed up to 
now. This consolidation ofideas causes four important themes (context, rationale, action 
and process) to be identified as linked to authors' underlying epistemologies and 
assumptions about reflection; the naming of these themes is a step toward developing a 
language about reflection. The interconnectedness ofthese themes at another level also 
adds to terms that can be used, so that cognitive and affective aspects ofboth processes 
and rationales become evident, for example, and internaI and external aspects of 
rationales and context can be discussed. 
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The framework also allows for the possibility of situating individual works on 
reflection within the larger literature on the concept, a way ofunderstanding the approach 
to reflection taken by an author and the relationship ofthis approach to major themes in 
the literature. For an educator ofreflective practitioners, perhaps a teacher educator, the 
framework might be a resource for raising awareness about important themes and their 
relationship in reflection. 
Reading the CUITent literature about reflection in education cannot fail to raise 
awareness about approaches to the concept in philosophicalliterature. While this study 
makes only glancing reference to sorne philosophers (e.g. Habermas, 1972; Ryle, 1971) 
who have influenced ide as about reflection in teaching, it would be interesting to explore 
more fully the foundational ideas in philosophy. 
It must be said that while this study helps to c1arify the issues in the literature on 
reflection and identifies the predominant sources of confusion therein, it does not attempt 
to resolve the confusion. It may be useful in providing ways to regard the literature in a 
c1earer sense; however, the problematic issues must wait for further study before 
resolutions are achieved. 
Methodological contributions 
From this study cornes an awareness of the difficulties involved in examining a 
complex concept about which a vast literature exists. To conduct such an examination of 
reflection, a methodology needed to be developed; this methodology emerged over the 
course of the study. Thus, a second result of the study is the creation of a methodological 
model for examining a complex concept, one which can help to elucidate understandings 
of other concepts in education. The model emphasizes the need to examine the literature 
of a complex concept from different perspectives; in this case the three-way view of the 
reflection literature provides a c1ear picture of the range ofboth different and similar 
ideas about the concept. It also allows for recognition of the consistency of sorne results. 
For example, the importance of the affective component ofreflection appears in each of 
the three analyses. 
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Conducting this study allowed for sorne important outcomes. For example, the 
three analyses proved to be a way of testing existing categories in the literature on 
reflection and showing that sorne distinctions, such as that between result of reflection 
and rationale for reflection, are not reliable. 
However, sorne problematic issues related to working with an emerging 
methodology can be signalled, one of which was the sheer volume of literature that 
exists. Tailoring the study to a reasonable number ofworks to represent the diversity of 
approaches to reflection became a challenge. It would be possible to find works that have 
not been included in this study; however, every effort was made to include works that 
represent the various communities that discuss reflection and the different types of 
theoretical works that are present in the literature of those communities. It must also be 
noted that sorne overlap exists in works examined across the three analyses. Because of 
the nature of the literature on reflection, sorne overlap in the discussion was unavoidable, 
although it has been kept to a minimum. Sorne significant works, for example, provide an 
interesting definition ofreflection and also critique other works in the literature (e.g. 
Zeichner & Liston, 1996). When works contained an important definition as weIl as a 
critique, the overlap allowed for both to be considered. It also permitted a clearer sense of 
consistency in results across analyses. 
Because of the emergent nature of the methodology, the steps taken to conduct the 
study became part ofthe results ofthe study. Consequently, the methodology needs to be 
regarded as a discovery phase in examining the literature on reflection. It offers one way, 
but perhaps not the definitive way to examine this literature. Future work on the 
methodology could add a more formaI reliability check to complement that already done 
with the external auditor. It could also result in the addition of new lenses through which 
to regard the literature. 
Looking ahead: Indications for future research on reffection 
This study provides a clearer picture of reflection than has been evident to date. It 
should be recognized, however, that sorne confusions about the concept continue to be 
165 
troublesome and therefore provide much potential for future research. An important result 
of this study is the scope it provides for future investigation into reflection and related 
theories. There is much to do, from deepening understanding of various aspects of 
reflection to considering other ways to approach the literature to linking understandings 
ofreflection more clearly to broader theories. 
Repeated indications in this study that the nature of the interaction between 
cognitive and affective aspects of reflection is unclear suggest this is an important topic 
for continued research. The preliminary exploration conducted here ofreflection's link to 
broader theories of cognition and leaming shows the importance of situating reflection 
more precisely within these theories. Recent mention of reflection within the literature of 
practice and activity shows that the concept remains important and that additional study 
of the connections to action and context is necessary. 
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Chapter 10: Personally and professionally réflecting on a study of 
reflection 
1 started this study with both a personal and professional interest in c1arifying the 
concept ofreflection. Not surprisingly, my endeavour to derive a c1earer picture of 
reflection·from an exploration of the literature and the accompanying results have had 
repercussions on my personal and professional approach to reflection and to research in 
education in general. Not only have 1 benefited from the exploration of the literature; 1 
have also gained much insight from the struggle to deve10p a methodology for the study. 
Although 1 certainly now have a deeper appreciation of the complexities involved in 
being a reflective practitioner and of the challenges in designing a research method, the 
results of the study have in many ways raised more questions for me. 
1 now am able to see the ways in which my theoretical views of reflection and its 
place within larger theories have broadened. Over the time in which 1 have studied the 
literature on reflection, 1 have experienced a huge growth in understanding of the 
concept. What 1 naively thought of as a somewhat singular notion, a rather uni-
dimensional concept, 1 now recognize as a multi-faceted and complex concept. 1 no 
longer think of reflection in the same way; its complex nature, and the constantly 
interacting themes which comprise the literature on it, have created for me a real sense of 
the complexities it embodies. 
The framework 1 deve10ped as a result of the study has made me aware of the 
themes prevalent in the discussions about reflection and their importance to my 
understanding ofmy own and my students' reflection. 1 am now acutely sensitive to the 
assumptions that might drive my own approach to reflection. 1 think more about whether 
my reflection on my teaching has a beneficial effect beyond mere improvement of 
teaching actions. 1 consider more carefully the purposes for which 1 reflect, the rationales 
that drive my reflective practice. The notion of cognition and affect interacting as forces 
in reflection has naturally made me wonder about the role of affect in my own reflection, 
and as a consequence, in my teaching. To what degree does emotion or attitude come into 
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play when 1 consider my teaching actions, 1 wonder. Reading a recent statement about the 
cognition-emotion debate has raised for me once again the question about this intriguing 
relationship: 
Ultimately, cognition is inseparable from emotion, and both are integral to 
our identities, that is, who we are with respect to others and ourselves. We 
are what we know and what we feel, but knowing and feeling only exist in 
and as (a consequence) of our interactions with others and the material 
world; knowing and feeling, in tum, contribute to shaping our interactions. 
As teachers, we need to take account of the central role of emotions in 
knowing and leaming (cognition); bad experiences contribute not only to 
the present loss of interest but also to the long-term effects on the 
emotional valence that we continuously build and rebuild with respect to 
the various aspects of our lives. (Roth, 2005, p. 395) 
The recent literature on communities of practice that highlights the differences 
between individual and collective reflection has increased the importance, for me, of 
capitalizing on the thinking of my colleagues about teaching. It has also triggered an 
interest in exploring the similarities and differences between the two kinds of reflection, 
individual and collective. The links between reflection and critical thinking have become 
more obvious to me as 1 promote the latter in my teaching. Are they really different forms 
of the same thing? Are they significantly different? 
As 1 work with developing teachers, 1 am increasingly struck by the need to make 
sense for them of what reflection means and how they can tap into its potential for 
improving their practice and for questioning their assumptions. 1 am now able to draw on 
the language developed in this study, but also on a deeper and more insightful notion of 
what reflection entails. 1 am more conscious that assignments 1 design as opportunities 
for reflection must take a range of important themes into consideration: Where are my 
students, individually and collectively, situated within the reflective context 1 design? Are 
they aware of the interplay of affect and cognition in their de1iberations about their 
practice teaching? How do 1 instil in these students a more profound appreciation ofwhat 
reflective practice demands? 
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The search for an appropriate methodology for this study has raised questions in 
equal measure. In fact, it has brought to my attention the difficulty of grasping complex 
concepts in education and the myriad understandings that can exist about such concepts. 
Finding lenses through which to examine the literature on reflection has triggered an 
interest in exploring other possible lenses. The danger, of course, is that the literature, and 
with it the possible lenses, continues to exp and, making further study of reflection a 
daunting prospect. What the study reveals about reflection is that there are more ideas to 
discover, and more ways to discover them. Retuming to the analogy of the colours of a 
painting, one could expect that other stances from which to explore reflection would 
provide an increased sense of the way the colours converge and diverge. 
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Appendices 
Appendix A: Definitions Analyzed 
The following definitions of reflection were chosen to represent a range of ideas about reflection from Dewey to the 
present day. Sorne definitions relate to reflection and others to reflective practice. They coyer the areas in the literature 
pertaining to teacher education, higher education, and continuing professional development. References indicated as "general" 
are those which coyer more than one of these are as of the literature, or that contain a discussion of reflection relevant to aIl 
areas. The list reflects the preponderance of definitions in the literature on teacher education. AIl definitions in italics are the 
words of the authors cited; non-italicized phrases are provided as explanation or links. In the definitions, the processes 
analyzed in the study appear in bold, and the rationales analyzed in the study are underlined. 
Work Literature Definition 
Dewey, J. (1933). How we think. General ... the active, persistent and careful consideration o[anr. belie[or sU1!ll.0sed 
Boston: D. C. Heath. (orm o[knowledge in the light of the grounds that support it and thefurther 
conclusions to which it tends (p. 9) 
Hullfish, H., & Smith, P. (1961). General Reflection differs from the looser kinds of thinking primarily by virtue of 
Reflective thinking: The method being directed or controlled by a purpose - the solution of a problem. (p. 
of education. Westport, CT: 36) 
Greenwood Press. Components of reflective activity: the presence and recognition of a 
problem situation; clarification of the problem; hypotheses formed, tested, 
and modified; action taken on the basis of the best-supported hypothesis. 
- --------
(p. 43-44) 
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Work 
Schon, D. (1983). The reflective 
practitioner. New York: Basic 
Books. 
Boyd, E., & Fales, A. (1983). 
Reflective leaming: key to 
leaming from experience. Journal 
of Humanistic Psychology, 23(2), 
99-117. 
Literature 
Continuing 
Professional 
Deve10pment 
Continuing 
Professional 
Development 
Definition 
A practitioner 's reflection can serve as a corrective to over-Iearning. 
Through reflection, he can surface and criticize the tacit understandings 
that have grown up around the repetitive experiences of a specialized 
practice, and can make new sense oUhe situations ofuncertainty or 
uniqueness which he may allow himself to experience. 
Practitioners do reflect on their knowing-in-practice. Sometimes, in the 
relative tranquility of a postmortem, they think back on a project they have 
undertaken, a situation they have lived through, and they explore the 
understandings they have brought to their handling of the case. They may 
do this in a mood of idle speculation, or in a deliberate effort to prepare 
themselves for future cases. (p. 61) 
When a practitioner reflects in and on his practice, the possible objects of 
his reflection are as varied as the kinds of phenomena before him and the 
systems of knowing-in-practice which he brings to them. He may reflect on 
the tacit norms and appreciations which underlie a judgment, or on the 
strategies and theories implicit in a pattern of behaviour. He may reflect on 
the feeling for a situation which has led him to adopt a particular course of 
action, on the way in which he has framed the problem he is trying to solve, 
or on the raIe he has constructed for himself within a larger institutional 
context. (p. 62) 
We define reflection as the process of creating and clarifying the meaning 
of experience (present or past) in terms of self. .. The outcome of the process 
is changed conceptual perspective. The experience that is explored and 
examin ed to crea te meaning focuses around or embodies a con cern of 
central importance to the self. (p. 101) 
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Work Literature Definition 
Boud, D., Keogh, R, & Walker, Continuing ... reflection in the context of learning is a generic term for those 
D. (1985). Promoting reflection in Professional intellectual and affective activities in which individuals engage to explore 
leaming: a model. In D. Boud, R Development their experiences in order to lead to new understandings and appreciations 
Keogh, & D. Walker (Eds.), (p. 19) 
Reflection: Turning experience 
into learning (pp. 18-40). 
London: Kogan Page. 
Kemmis, S. (1985). Action Continuing '" reflection is action-oriented, social and political. Its 'product' is praxis 
research and the politics of Professional {in(ormed, committed action), the most eloquent and socially significant 
reflection. In D. Boud, R Keogh, Development form of human action. 
& D. Walker (Eds.), Reflection: Reflection is a dialectical process: it looks inward at our thoughts and 
Turning experience into learning, thought pro cesses, and outward at the situation in which we find ourselves; 
(pp. 139-163). London: Kogan when we consider the interaction of the internaI and the external, our 
Page. reflection orients us for further thought and action. Reflection is thus 'meta-
thinking' (thinking about thinking) in which we consider the relationship 
between our thoughts and action in a particular context. (p. 141) 
Shulman, L. (1987). Knowledge Teacher reviewing, reconstructing, reenacting and critically analyzing one's own 
and teaching: Foundations of the Education and the class's performance, and grounding explanations in evidence (p. 
new reform. Harvard Educational 15) 
Review, 57(1), 1-22. 
Wildman, T. M., & Niles, J. A. Teacher The authors outline sorne of the conditions that must be met for reflection in 
(1987). Reflective teachers: Education teaching to happen. Their aim was to "help teachers bring their knowledge 
Tensions between abstractions of classroom events into sharper focus." (p. 26.) The assumption is that 
and realities. Journal ofTeacher "complex understandings emerge" and teachers can build "explicit and 
Education, 38(4),25-31. complete data-based ;udgments." (p. 27). 
-- ------------
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Work Literature Definition 
Smyth, J. (1989). Developing and Teacher '" what 1 am arguing for is a notion of the reflective in teacher education 
sustaining critical reflection in Education that is both active and militant, that reintroduces into the discourse about 
teacher education. Journal of teaching and schooling a con cern for the 'ethical, personal and political' 
Teacher Education, 39(2), 2-9. (following Beyer and Apple, 1988) and that is above ail concerned with a 
sense of power and polilics. 
Reflection can, therefore, vary from a concern with the micro aspects of 
the teaching-learning pro cess and subject matter knowledge, to macro 
concerns about politicallethical principles underlying teaching and the 
relationship of schooling to the wider institutions and hierarchies of 
society. How we conceptualize teaching, whether as a set of neutral, value-
free technical acts, or as a set of ethical, moral, and political imperatives 
ho/ds important implications for the ldnd of reflective stance we adopt. 
Teaching, and reflection upon it, has a lot more to do with intentionality 
and the way in which teachers are able to be active agents in maldng the 
linkages between economic structures, social and cultural conditions, and 
the wa):: schooling works. (p. 4) 
Cinnamond, J. H., & Zimpher, N. Teacher ... reflection is not to be seen as a separate action to be used instrumentally 
L. (1990). Reflectivityas a Education in particular circumstances. It cannot be a skill taught for use in certain 
function of community. In R. T. instances; rather, it is an ongoing pro cess of the everyday life-wor/d that 
Clift, W. R. Houston & M. C. needs to be emphasized explicitly through dialogue. Reflection is inherently 
Pugach (Eds.), Encouraging and explicitly a linguistic event. (p. 64) 
reflective practice in education The power ofreflection is that it is an instance ofsocial action, and il must 
(pp. 57-72). New York: Teachers be understood as being grounded in the everyday life-world. (p. 70). 
College Press. 
-- ------
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Work Literature Definition . 
Grimmett, P. P., Mackinnon, A. Teacher They recognize three perspectives (a perspective is defined here as a eluster 
M., Erickson, G. L., & Riecken, Education of studies that appear to possess similar epistemological commitments 
T. J. (1990). Reflective practice in regarding the roles and purposes assigned to a knowledge base in the 
teacher education. In R. T. Clift, reflective process) on reflection : Reflection as instrumental mediation of 
w. R. Houston & M. C. Pugach action, reflection as deliberating among competing views of teaching, 
(Eds.), Encouraging reflective reflection as reconstructing experience (reconstructing action situations, 
practice in education (pp. 20-38). self-as-teacher, taken-for-granted assumptions about teaching) (p. 23) 
New York: Teachers College Pur poses of reflection: directs, infj;Jrms, a12.12rehends and transfj;Jrms (p. 35) 
Press. 
Noordhoff, K., & Kleinfeld, J. Teacher We have attempted to promote a process of practical reflection in our 
(1990). Shaping the rhetoric of Education students which centres on (1) understanding contexts; (2) considering 
reflection for multicultural education al goals; and (3) making instruction al decisions to fit perceived 
settings. In R. T. Clift, W. R. contexts and selected goals. (p.166) 
Houston & M. C. Pugach (Eds.), The language of design has become our operational definition of reflective 
Encouraging reflective practice in inquiry: naming and framing situations and issues; identifying goals and 
education (pp. 163-186). New appraising their worth; sorting images, selecting strategies, and spinning 
York: Teachers College Press. our consequences; reflecting on effects and redesigning one 's wactice. (p. 
168) 
Yinger, Robert J. (1990). The Teacher Reflection is vision looking down from without. (p. 87) 
conversation ofpractice. In R. T. Education 
Clift, W. R. Houston & M. C. 
Pugach (Eds.), Encouraging 
reflective practice in education 
(pp. 73-94). New York: Teachers 
College Press. 
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Work Literature Definition 1 1 
Louden, W. (1991). Teacher Ioffer two dimensions of reflection, the ' interests ' and 'forms' of 
1 
Understanding teaching: Education reflection. The term 'interest' refers to the goal or end in view of an act of 
Continuity and change in reflection: is the goal of reflection tidelity to some theory or practice; or 
teachers ' knowledge. New York: deeper and c/earer personal understanding; or prof§ssional problem-
Teachers College Press. solving; or critique o[the conditions oÛ2.rof§ssional action? 'Forms' refers 
to the characteristics of the act: is it a matter ofintrospection, ofthinking 
and feeling; of replaying or rehearsing professional action; of systematic 
enquiry into action; or of spontaneous action? A particular act of 
reflection has both an interest and a form, and in principle ail reflective 
acts may be described in terms ofboth dimensions. (p. 149) 
Sparks-Langer, G. M., Simmons, Teacher We believe reflective teachers are able to apply educational principles and 
J. M., Pasch, M., Colton, A., & Education techniques within a framework of their own experience, contextual factors, 
Starko, A. (1991). Reflective and social and philosophical values. (p. 24) 
pedagogical thinking: How can Framework for reflective thinking: 
we promote it and measure it? 1 no descriptive language; 2 simple layperson description; 3 events 
Journal of Teacher Education, labelled with appropriate terms; 4 explanation with traditional or personal 
41(4),23-32. preference given as the rationale; 5 explanation with principle or theory 
given as the rationale; 6 explanation with principle /theory and 
consideration of context factors; 7 explanation with consideration of 
ethical, moral, political issues (p. 27) 
Van Manen, M. (1991). Teacher Thoughtful reflection discovers where unreflective action was 'thought-
Reflectivity and the pedagogical Education! less', without tact. Thus the experience of reflecting on past pedagogical 
moment: the normativity of General experience enables me to enrich, to make more thoughtfit/, ml!. future 
pedagogical thinking and acting. pedagogical experience. (p. 532) 
Journal of Curriculum Studies, Thoughtful reflection may constitute a kind of experience that gives 
23(6), 507-536. sÎ!mificance to or oerceives meaninf! in the exveriences on which it 
1 rifze~ts. (p. 534) ~ 
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Work Literature Definition 
Griffiths, M., & Tann, S. (1992). Teacher We have said that reflection relies on an ability to uncover one's own 
Using reflective practice to link Education personal theories and make them explicit. (p. 72) 
personal and public theories. . .. we would also wish to argue that teachers need to reflect upon their 
Journal of Education for personal theory and prevailing practice at each of the five levels of 
Teaching, 18(1), 69-84. reflection. This would encourage them to articula te their own theory, 
critically examine if, check for consistency, coherence and adequacy, 
compare if with alternative theories and reconceptualise if in order to 
increase the effectiveness oftheir own vrofessional thinkinf!. (p. 82) J 
Atkins, S., & Murphy, K. (1993). Continuing Model of reflective processes: 3 stages: awareness of uncomfortable • 
Reflection: A review of the Professional feelings and thoughts, critical analysis of feelings and knowledge, new 
literature. Journal of Advanced Development perspective. (p. 1190). 
Nursing, 18, 1188-1192. 
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Work Literature Definition 
Pollard, A., & Tann, S. (1993). Teacher . .. teaching is a complex and highly skilled activity which, above ail, 
Reflective teaching in the primary Education requires classroom teachers to exercise judgement in deciding how to act. 
school: A handbook for the We see reflective teaching as a process through which the capacity to make 
classroom. London: Cassell, such professional judgements can be developed and maintained. 
Open University Press. . .. teaching concerns values, aims, attitudes and consequences as weil as 
skills, knowledge and competence ... we shall argue that there is a 
constructive relationship between the state of classroom competence and 
the processes of reflection through which competence is developed and 
maintained. 
We believe that the process of reflection feeds a constructive spiral of 
professional development and competence. This should be both personally 
fulfilling for teachers and also lead to a steady" increase in the qualitv o[the 
education which is offered to children. (p. 4) 
When reflective teaching is used as a means of professional 
development ... carefully gathered evidence replaces subjective impressions, 
open-mindedness replaces prior expectations, insights from reading or 
constructive and structured critique from colleagues challenge what might 
previously have been takenfor granted .... one outcome ofreflection is often 
to 12.roduce critique and movement beY..ond the limitations o[common sense 
thinking. (p. 20) 
Copeland, W., Birmingham, c., Teacher ... a vision of reflectivity as a teacher's tendency to engage in a conscious 
De La Cruz, E., & Lewin, B. Education process of identifying problematic issues in their practice and pursuing 
(1993). The reflective practitioner solutions that bring about valued e@cts on student learning (p. 358) 
in teaching: Toward a research 
agenda. Teaching and Teacher 
Jiducation, 9(4), 347-359. 
-- -- -- -
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Work Literature Definition 
Korthagen, F. A. J. (1993). Two Teacher ... we attach a broader meaning to the term "reflection" than is usually 
modes of reflection. Teaching and Education / done, reverting to the original meaning of the word: the "mirroring of 
Teacher Education, 9(3), 317- General something" (an image, heat, etc.). The idea of a mirror is helpful, because il 
326. makes clear that there are different mirrors: a rational one, which is often 
used in teacher education, and other mirrors, which may be more suitable 
for reflecting non-rational pro cesses. Any mirror is imperfect in itself, as il 
cannot reflect every aspect of an internal process. This is why we 
encourage the use of more than one mirror, to help teachers to become 
aware o[the relationshif2.s between their actions and their inner f2.rocesses. 
(p. 321) 
Reflection, conceived as the integration of rational analysis and the pro cess 
of pecominf! aware oione's f!Uidinz zestalts (p. 324) 
Colton, A., & Sparks-Langer, G. Teacher ... "reflective decision maker": We see the teachers of the future as 
(1993). A conceptual framework Education thoughtful persons intrinsically motivated to analyze a situation, set goals, 
to guide the development of plan and monitor actions, evaluate results, and reflect on their own 
teacher reflection and decision- professional th in king. As part of this process, the teachers consider the 
making. Journal of Teacher immediate and long-term social and ethical implications of their 
Education, 44(1), 45-54. decisions. (p. 45) 
Frameworkfor teacher reflection: Teachers draw on a professional 
knowledge base to construct knowledge and meaning, using attributes of 
efficacy, consciousness, social responsibility and flexibility. (p. 48) 
Tremmel, R. (1993). Zen and the Teacher l am beginning to see that paying attention, not only to what is going on 
art of reflective practice in teacher Education around us but also within us, is not only a necessary step towards 
education. Harvard Educational mindfulness and Zen, but is also the better part of reflective practice. (p. 
Review, 63(4),434-458. 47) 
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Work Literature Definition 
1 
Ostennan, K. & Kottkamp, R. Teacher ... reflective practice is viewed as a means by which practitioners can 
1 (1993). Reflective practice for Education! develop a greater level of self-awareness about the nature and impact of 
educators: Improving schooling General their performance, an awareness that crea tes opportunities for 
through professional professional growth and development. (p. 19). 
development. Newbury Park, CA: 
Corwin Press. 
Silcock, P. (1994). The process of Reflection will be defined as a ubiquitous, cognitive pro cess, not only 
reflective teaching. British reworking tacit knowledge into skill, but providing, through symbolic 
Journal of Educational Studies, transformations, a means for lin king social and knowledge-contexts, and 
42(3), 273-285. for translating one sort of experience (e.g. academic) into another (e.g. 
practical). (p. 274) 
To define reflective teaching as a transformational bridge between social 
and knowledge contexts and between minds is to underwrite its educative 
vowers and its votential for vrofessional imvrovement. (p. 283) 
LaBoskey, V. K. (1994). Teacher Good teachers are constantly making decisions and formulating ideas 
Development of reflective Education about education al goals, practices, and outcomes. These decisions and 
practice: A study of preservice formulations may be done in the heat of the moment or in quiet 
teachers. New York: Teachers contemplation; they may be primarily intuitive or mainly systematic and 
College Press. rational; and they may be reached alone or in collaboration with others. 
What matters most is that they are never conclusive; after their initial 
formulation, these decisions and ideas are subjected to careful 
reconsideration in light of..information from current theo!J!. and practice, 
.trom &edback trom the earticular context, and trom s12eculation as to the 
moral and ethical consequences o[their results. 
1 regard the means for this constant reconsideration to be reflective 
thinking (p. 9) 
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Work Literature Definition 1 
Bengtsson, J. (1995). What is Teacher .. .it has resulted in (1) a differentiation ofreflection in two major 
1 
reflection? On reflection in the Education categories, self-reflection and thinking ... 
teaching profession and teacher ... important property of self-reflection to establish distance to ourselves 
education. Teachers and and our practice. With its help it is possible for the practitioner to get self-
Teaching: Theory and Practice, knowledge of him-or herself and his or her practice. This kind of self-
1 (1), 23-32. knowledge has three different kinds ofpedagogical value: (J) With the help 
olselfreflection the teacher can learn about his or her own teaching 
practice. (22 Selfknowledge makes it possible (pr the teacher to take a 
Rosition on his or her own practice. (32 Selfknowledge makes it also 
possible (pr the teacher to teach about his or her own teaching. 
Although the teacher may be highly competent without ever having used 
self-reflection, he or she can never achieve these three points without the 
distancing function of self-reflection. But with the achievements of self-
reflection the teacher can tell in what sense he or she is competent, the 
teacher could perhaps ameliorate his or her competence, the teacher could 
decide about his or her way of teach ing, and the teacher could teach other 
people about teaching. (p. 31) 
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Work Literature Definition 
Kompf, M., & Bond, R. (1995). General Reflective thought represents a dynamic which can bridge past, present and 
Through the 100 king glass: Some future activities. (p. 10) 
criticisms of reflection. Paper The central issues in Critical Thinking (CT) demonstrate that reflection 
presented to the American may be defined as an aspect of such an approach to thinking ... CT, and thus 
Educational Research Association reflection, are both deUberate processes aimed at sound decision 
Annual Meeting, San Francisco, making. (p. 14-15) 
at a Symposium sponsored by the Reflection, in ils essence, is concerned wilh adaptation to circumstances 
International Study Association and information as a way of leading to successful outcomes. (p. 22) 
on Teacher Thinking. By proposing a cognilive-developmental explanation and model for 
reflective pro cesses, we hoped to demonstrate that reflection is the result of 
constructions which: change because of events or experience; are 
interdependent and involve prioritization; and which may or may not lead 
to meaningful successive conce[2tua1 deve1012ment unless used as the basis 
for comprehensive deliberative strategies. (p. 31) 
Korthagen, F., & Wubbels, T. Teacher Reflection is the mental process of structuring or restructuring an 
(1995). Characteristics of Education experience, a problem or existing knowledge or insights (p. 55) 
reflective practitioners: towards 
an operationalization of the 
concept of reflection. Teachers 
and Teaching: Theory and 
Practice, 1(1),51-72. 
Bright, B. (1995). What is Teacher The importance of "reflective practice" is that il questions the types and 
"reflective practice"? Curriculum, Education! quality of information we use in the planning of our profession al action. 
16(2), 69-81. Continuing Moreover il suggests the presence of other and more relevant and vaUd 
Professional sources of knowledge and information which may be available to us. Better 
Development information will then facilitate the im[2rovement oÛ2.rot§ssional com[2etence 
and achievement oOts associated [2rof§ssional/ethical obiectives ... (p. 69) 
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Work Literature Definition 
Ratton, N., & Smith, D. (1995). Teacher . .. reflection was defined as deliberate thinking about action with a view to 
Reflection in teacher education: Education its im12.rovement (p. 40) 
Towards definition and 
implementation. Teaching and 
Teacher Education, 11(1),33-49. 
Zeichner, K. M., & Liston, D. P. Teacher Reflective teaching entails a recognition, examination, and rumination over 
(1996). Reflective teaching: An Education the implications of one 's beliefs, experiences, attitudes, knowledge, and 
introduction. Mahwah, NJ: values as weil as the opportunities and constraints provided by the social 
Lawrence Erlbaum Associates. conditions in which the teacher works. (p. 33) 
Our conception of reflective teaching entails the critical examination of 
experiences, knowledge and values, an understanding of the 
consequences of one 's teaching, the ability to provide heartfelt 
tustifications fpr one 's beliet§ and actions and a commitment to equalitv 
and respect for differences. (p. 48) 
Wellington, R, & Austin, P. Teacher Our primary purpose in this article has been to conceptualize reflective 
(1996). Orientations to reflective Education practice as comprising five distinct orientations. (p. 315) 
practice. Educational Research, The immediate orientation towards reflective practice places emphasis on 
38(3),307-316. 12.leasant survival. 
The technical orientation towards reflective practice focuses on the 
development and perfection of instructional methodologies that maximize 
eflicient and efkctive deliveO!. oÛ2rescribed educational ends. 
The deliberative orientation towards reflective practice places emphasis on 
the discoveO!.. assig]1ment and assessment oL12.ersonal meaning within an 
educational setting. 
The dialectic orientation towards reflective practice advocates 12.olitical 
liberation. 
The transpersonal orientation towards reflective practice centres on 
universal personalliberation. (p. 309-311) 
... assumption that the content of reflection focuses on what is practical for 
its author ... (p. 315) 
----
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Work Literature Definition ! 
Sumsion, J., & F1eet, A. (1996). Teacher . .. rejlection was considered a generic term for processes involved in 1 1 
1 
Reflection: can we assess it? Education! exploring experience as a means of enhancing understanding (afler Boud et 
Shou1d we assess it? Assessment Higher al., 1985). These processes include looking back on experiences, decisions 
& Evaluation in Higher Education and actions; recognising values and beliefs underlying these actions and 
Education, 21(2), 121-130. decisions; considering the consequences and implications of beliefs and 
actions; exploring possible alternatives; and reconsidering former views. 
Pro cesses such as these are expected to lead to informed, thoughtful and 
deliberate analJ!.sis or contemJ2lation oL one 's belief§ and actions. (p. 121-
122) 
Cranton, P. (1996). Professional Continuing ... critical reflection has been defined so as to be congruent with 
development as transformative Professiona1 transfàrmative learning theory (p. 93) 
learning. San Francisco: Jossey- Development 
Bass. 
Knight, B. (1996). Reflecting on Continuing The concept itself refers to a pro cess involving interrelated skills in the 
"reflective practice." Studies in Professiona1 testing and use of information in the planning and implementation of 
the Education of Adults, 28(2), Development professional action, and claims significant improvements in the competence 
162-178. oLprof§ssional action and resulting client outcomes. (p. 1) 
... a set of skills which enables the practitioner to identify and evaluate the 
quality of information used by her in the design of her professional action 
(p. 5) 
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Work Literature Definition 
Lyons, N. (1998). Reflection in Teacher ... reflective practice is defined primarily as ways in which teachers 
teaching: Can it be Education interrogate their teaching practices, asking questions about their 
developmental? A portfolio effectiveness and about how they might be refined to meet the needs of 
perspective. Teacher Education students. The development of reflection is considered not simply as change, 
Quarterly, 25(1), 115-127. but as the evolution and interrogation ofmore complex ways (or 
processes) of engaging in a critical examination of one's teaching 
practices. (p. 115-116) 
Reflection in teaching is a pro cess that takes place over long periods of 
time in which connections, long strands of...connections, are made between 
one 's values, [!.ur(2oses, and actions towards engaging students successfjûl)!. 
in their own meanin)!{ullearninf!. (p. 126) 
Mezirow, J. (1998). On critical General Critical self-reflection of an assumption involves critique of a premise 
reflection. Adult Education upon which the learner has defined a problem ... Significant (2ersonal and 
Quarter/y, 48(3), 185-198. social transformations may result from this kind of reflection. (p. 186) 
Brockbank, A. & McGill, L Higher We define reflection in two senses, first as a process by which experience is 
(1998). Facilitating reflective Education brought into consideration and secondly, deriving from the first, the 
learning in higher education. creation of...meaning and conce[!.tualization (rom ex[!.erience and that 
Buckingham: SRHE & Open caJ2.acitJ!.. to look at things as (2otentiall)!. other than the)!. a[!.(2ear, the latter 
University Press. part embodying the idea of critical reflection. When experience is brought 
into consideration it will include thought, feeling and action. (p. 84) 
Taggart, G., & Wilson, A. (1998). Teacher Reflective thinking is the process of making informed and logical decisions 
Promoting reflective thinking in Education on education al matters, then assessing the consequences of...those decisions. 
teachers. Thousand Oaks, CA: (p. 2) 
Corwin Press. 
-- - ----
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Work Literature Definition 
Shepel, E.L. (1999). Reflective General Reflection means asking basic questions of oneself - What am l doing and 
thinking in educational praxis: why? In this sense ... reflection is aform ofslightly distorted self-evaluation 
Analysis of multiple perspectives. - distorted in the sense that judgment is emphasized rather than data 
Educational Foundations, 13(3), collection. On the other hand, reflection means to stop acting, but at the 
69-88. same time, it is one of the most powerful actions. 
Reflective thinldng is a human ability of the agent of the action to be self-
conscious, the ability to regard oneself, or one 's own action as the other, as 
the subject ofpurposefitl change. Reflective thinldng is socially constructed 
in the course of culturally mediated human activities (p. 86) 
Norlander-Case, K., Reagan, T., Teacher A reflective/analytic teacher is one who makes teaching decisions on the 
& Case, C. (1999). The Education basis of a conscious awareness and careful consideration of(1) the 
professional teacher: The assumptions on which the decisions are based and (2) the technical, 
preparation and nurturance of the education al, and ethical consequences ofthose decisions. (p. 37) 
reflective practitioner. Agenda for 
education in a democracy, 
Volume 4. San Francisco: Jossey-
Bass. 
Freese, A. R. (1999). The role of Teacher ... reflection as the process of maldng sense of one 's experiences by 
reflection on preservice teachers' Education deliberately and actively examining one's thoughts and actions to arrive 
development in the context of a at new wa}:s o[understanding onesel[as a teacher. Included in the 
professional development school. definition is a consideration that reflection can be enhanced when 
Teaching and Teacher Education, conducted with another individual. (p. 898) 
15(8), 895-909. 
---- ----- -- ----- -
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Work Literature Definition 
Moon, J. (1999). Rejlection in Continuing 'Reflection ' seems to be seen as a basic mental process with either a 
learning and professional Professional purpose or an outcome or both, that is applied in situations where material 
development. London: Kogan Development is ill-structured or uncertain and where there is no obvious solution. 
Page. Reflection seems to be related to thinking and learning. (p. 10) 
Reflection is learning and the material for further reflection; action or 
other representation of learning; reflection on the process of learning; 
critical review; the building oftheory; self-development; decisions or 
resolutions ofuncertainty, empowerment and emancipation; other 
outcomes that are unexpected - images or idea that might be solutions; 
emotion. (p. 99) 
A modified definition is also provided later: a mental process with purpose 
and/or outcome in which manipulation of meaning is applied to relatively 
complicated or unstructured ideas in learning or to problems for which 
there is no obvious solution. (p. 161) 
Bleakley, A. (1999). From Higher 1 will offer an analysis of 'reflection 'that grounds a critically reflexive 
reflective practice to holistic Education practice in an aesthetic value complex, where teaching is described as an 
reflexivity. Studies in Higher explicit artistry or 'aesthetic practice '. (p. 2) 
Education, 24(3), 315-330. Reflection needs body, passion, sensitivity to context, and, above all, begs 
for style, or, aga in, in Schon 's word, 'artistry.' 
Reflection-in-action, as described by Schon, feeds on the unique and the 
indeterminate, and encourages improvisation- it is not a learned technique 
but a surfacing artistry, suggesting that we might fruitfully ground 
reflective practice in an aesthetic, rather than a functional, domain (p. 6) 
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Work Literature Definition 
Kreber, c., & Cranton, P. (2000). Higher Follow Mezirow's ideas about three levels ofreflection for learning and 
Exploring the scholarship of Education development of individuals. 
teaching. The Journal of Higher Content rejlection focuses on the description of the problem. Process 
Education, 71(4).476-495. rejlection focuses on the strategies and procedures of problem solving, the 
assessment of the adequacy of our efforts, and the similarities and 
differences between what we are currently experiencing and our prior 
learning. In premise rejlection, we question the merit and functional 
relevance of the question (why is this an important issue in the first 
place?). (p. 478) 
Reflection at three levels leads to leaming: from process and content 
reflection on instructional and pedagogical knowledge comes instrumental 
and communicative leaming; from process and content reflection on 
curricular knowledge comes communicative leaming; from premise 
reflection on curricular knowledge comes communicative and emancipatory 
leaming; from premise reflection on instructional and pedagogical 
knowledge comes instrumental. communicative and emanci12atory leaming. 
(p. 485) 
Yost, D., Sentner, S. & Forlenza- Teacher A reflective/analytic teacher is one who makes teaching decisions on the 
Bailey, A. (2000). An Education basis of a conscious awareness and careful consideration of the 
examination of the construct of assumptions on which the decisions are based, and the technical, 
critical reflection: Implications educational, and ethical consequences of those decisions. The end result of 
for teacher education critical reflectionfor the individual is cognitive change. (p. 41) 
programming in the 21 st century. 
Journal of Teacher Education, 
----UCU,_ 39-49. 
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Work Literature Definition ! 
McAlpine L., & Weston, C. Higher Reflection is a mechanism for turning experience into knowledge about 
! (2000). Reflection: Issues related Education teaching. (p. 363) 
to improving professors' teaching 
and students' learning. 
Instructional Science 28(5),363-
385. 
Clark, C. (2001). Carr and General We are now in a position to understand what reflecting on one 's practice 
Kemmis' s reflections. Journal of might be. The expression is used in the literature in two general ways. First, 
the Philosophy of Education of it can be said to be on the effects or the supposed effects that one's 
Great Britain, 33(1),85-100. practices have, or even on features of the situation in which they take 
place ••• Second, rejlection is said to occur on the actions ofwhich one's 
practices consist. (p. 86-87) 
One can in reflection shar12en u12., add to, redirect and generally" 
refprmulate actions that one has become dissatisfied with, 12ossibly" in the 
light o[one's values or oLfflcts already" ascertained. Moreover, one can 
raise or become aware o[various &elings, 012inions, 12.rinci12.les and so on 
that one must be assumed to have had ail along. (p. 87) 
Conway, P. F. (2001). Teacher Looking back in the reflective sense is about gaining some rejlective 
Anticipatory reflection while Education distance to understand better the meaning o[Jived eX12.erience, one 's 
leaming to teach: from a relationshi12. within and to the world. Reflection is not only about taking the 
temporally truncated to a long view backward in time, but also ... about lookingforward to the 
temporally distributed model of horizon (p. 90). 
reflection in teacher education. 
Teaching and Teacher Education, 
17(1),89-106. 
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Work Literature Definition 
Artzt, A., & Armour-Thomas, E. Teacher We argue that over time, the habituai use ofreflective and self-assessment 
(2002). Becoming a reflective Education processes about learning experiences leads to transformation in teaching. 
mathematics teacher. Mahwah, Reflection is defined as thinking about teaching. It in volves the thoughts 
NJ: Lawrence Erlbaum teachers have before, during, and after the actual enactment of a lesson. 
Associates. . .. they must think about their goals for the students and thereby activate 
their knowledge and beliefs about the students, pedagogy, and the content 
itself ... a teacher, on completing a lesson, must rethink lesson goals and 
reconsider what the teacher and the students said, did, and felt during the 
lesson. This reflective phase is likely to uncover difficulties or problems 
that, if...the teacher does not address, ma}!. impede prog[ess toward self:: 
imJ)rovement in teachinf!. (p. 7) 
Loughran, J. (2002). Effective Teacher Effective reflective practice is drawn from the ability to frame and reframe 
reflective practice: In search of Education the practice setting, to develop and respond to this framing through action 
meaning in learning about so that the practitioner 's wisdom-in-action is enhanced, and as a particular 
teaching. Journal ofTeacher outcome, articulation ofJ2rot§ssional knowledge is encouraged. (p. 42) 
Education, 53(1), p. 33-43. 
Jay, J. K., & Johnson, K. L. Teacher Reflection is a process, both individual and collaborative, involving 
(2002). Capturing complexity: a Education experience and uncertainty. It is comprised of identifying questions and 
typology of reflective practice for key elements of a matter that has emerged as significant, then taking 
teacher education. Teaching and one's thoughts into dialogue with oneself and with others. One evaluates 
Teacher Education 18(1), 73-85. insights gained from that pro cess with reference to: (1) addition al 
perspectives, (2) one's own values, experiences and beliefs, and (3) the 
larger context within which the questions are raised. Through reflection, 
one reaches new(pund claritv. on which one bases changes in action or 
disposition. New questions naturally arise, and the pro cess spirals onward. 
(p. 76) 
-
----
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Rodgers, Carol R. (2002). Teacher ... reflection is not an end in itself but a tool or vehicle used in the 
Defining reflection: Another look Education transformation of raw experience into meaning-filled theory that is 
at John Dewey and reflective grounded in experience, informed by existing theory, and serves the larger 
thinking. Teachers College pur pose of the moral growth oUhe individual and societl!.. It is an iterative, 
Record, 104(4),842-866. forward-moving spiral from practice to theory and theory to practice. (p. 
861) , 
Knight, Peter T. (2002). Being a Higher The reflective step: some knowledge converted fjom lacit to eX12licit by 
teacher in higher education. Education reflection. (p. 28) 
Buckingham: SRHE and Open 
University Press. 
------ --
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Appendix B. Statements of processes of reflection 
Cognitive/Psychological Pro cess Statements Analyzed in Definitions 
• consideration of any belief or supposed fonn ofknowledge (Dewey) 
• the solution of a problem (Hullfish) 
• discoveryand analysis of positive and negative infonnation (Argyris & Schon) 
• surface and criticize the tacit understandings; explore the understandings they have 
brought to their handling of the case (Schon) 
• examining and exploring an issue of concem (Boyd & Fales) 
• explore their experiences (Boud, Keogh, & Walker) 
• consider the relationship between our thoughts and action in a particular context 
(Kemmis) 
• reviewing, reconstructing, reenacting and critically analyzing one's own and the 
c1ass's perfonnance (Shulman) 
• bring their knowledge of c1assroom events into sharper focus (Wildman & Niles) 
• concem with the micro aspects of the teaching-Ieaming process and subject matter 
knowledge, to macro concems about political/ethical principles underlying teaching 
and the relationship of schooling to the wider institutions and hierarchies of society 
(Smyth) 
• reflection as instrumental mediation of action, reflection as deliberating among 
competing views ofteaching, reflection as reconstructing experience (Grimmett, 
MacKinnon, Erickson, & Riecken) 
• (1) understanding contexts; (2) considering educational goals; and (3) making 
instructional decisions (Noordhoff & Kleinfeld) 
• matter of introspection, of thinking and feeling; of replaying or rehearsing 
professional action; of systematic enquiry into action; or of spontaneous action 
(Louden) 
• explanation (Sparks-Langer, Simmons, Pasch, Colton, & Starko) 
• gives significance to or perceives meaning (Van Manen, 1991) 
• uncover one's own personal theories and make them explicit (Griffiths & Tann) 
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• critical analysis of feelings and knowledge (Atkins & Murphy) 
• exercise judgement in deciding how to act; competence is developed and maintained 
(Pollard & Tann) 
• identifying problematic issues in their practice and pursuing solutions (Copeland, 
Birmingham, De La Cruz, & Levin) 
• different mirrors: a rational one, which is often used in teacher education, and other 
mirrors, which may be more suitable for reflecting non-rational processes 
(Korthagen) 
• analyze a situation, set goals, plan and monitor actions, evaluate results, and reflect 
on their own professional thinking; consider the immediate and long-term social and 
ethical implications oftheir decisions (Colton & Sparks-Langer) 
• paying attention, not only to what is going on around us but also within us (Tremmel) 
• develop a greater level of self-awareness about the nature and impact of their 
performance (Osterman & Kottkamp) 
• cognitive process, not only reworking tacit knowledge into skill, but providing, 
through symbolic transformations, a means for linking social and knowledge-
contexts, and for translating one sort of experience (e.g. academic) into another (e.g. 
practical) (Silcock) 
• constant reconsideration; making de ci si ons and formulating ideas about educational 
goals, practices, and outcomes (LaBoskey) 
• establish distance to ourselves and our practice (Bengtsson) 
• sound decision making; adaptation to circumstances and information as a way of 
leading to successful outcomes (Kompf & Bond) 
• structuring or restructuring an experience, a problem or existing knowledge or 
insights (Korthagen & Wubbels) 
• questions the types and quality of information we use in the planning of our 
professional action (Bright) 
• thinking about action (Hatton & Smith) 
• critical examination of experiences, knowledge and values, an understanding of the 
consequences of one's teaching (Zeichner & Liston) 
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• looking back on experiences, decisions and actions; recognising values and beliefs 
underlying these actions and decisions; considering the consequences and 
implications ofbeliefs and actions; exploring possible alternatives; and reconsidering 
former views (Sumsion & Fleet) 
• identify and evaluate the quality of information (Knight, B.) 
• teachers interrogate their teaching practices, asking questions about their 
effectiveness and about how they might be refined; evolution and interrogation of 
more complex ways (or processes) of engaging in a critical examination of one's 
teaching practices (Lyons) 
• critique of a premise upon which the leamer has defined a problem (Mezirow) 
(critical self-reflection of an assumption) 
• experience is brought into consideration (Brockbank & McGill) 
• making informed and logical decisions on educational matters (Taggart & Wilson) 
• asking basic questions of oneself; slightly distorted self-evaluation (Shepel) 
• makes teaching decisions on the basis of a conscious awareness and careful 
consideration of (1) the assumptions on which the decisions are based and (2) the 
technical, educational, and ethical consequences ofthose decisions (Norlander-Case, 
Reagan & Case) 
• examining one's thoughts and actions (Freese) 
• learning; critical review (Moon) 
• Content reflection focuses on the description of the problem. Process reflection 
focuses on the strategies and procedures of problem solving, the assessment of the 
adequacy of our efforts, and the similarities and differences between what we are 
currently experiencing and our prior learning. In premise reflection, we question the 
merit and functional relevance ofthe question. (Kreber & Cranton) 
• makes teaching decisions on the basis of a conscious awareness and careful 
consideration of the assumptions on which the decisions are based (Yost, Sentner & 
F orlenza-Bailey) 
• mechanism for turning experience ( into knowledge about teaching) (McAlpine & 
Weston) 
210 
• on the effects or the supposed effects that one's practices have, or even on features of 
the situation in which they take place ... Second, reflection is said to occur on the 
actions ofwhich one's practices consist (Clark) 
• gaining sorne reflective distance (Conway) 
• thinking about teaching; must think about their goals for the students and thereby 
activate their knowledge and beliefs about the students, pedagogy, and the content 
itself(Artzt & Armour-Thomas) 
• frame and reframe the practice setting, to develop and respond to this framing through 
action (Loughran) 
• identifying questions and key elements of a matter that has emerged as significant, 
then taking one's thoughts into dialogue with oneself and with others. One evaluates 
insights gained from that process with reference to: (1) additional perspectives, (2) 
one's own values, experiences and beliefs, and (3) the larger context within which the 
questions are raised (Jay & Johnson) 
• the transformation ofraw experience into meaning-filled theory (Rodgers) 
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Appendix C. Statements of rationales for reflection 
Rationale Statements Analyzed in Definitions 
• make new sense of the situations ofuncertainty or uniqueness (Schon) 
• creates and clarifies meaning in terms of self, and which results in a changed 
conceptual perspective (Boyd & Fales) 
• new understandings and appreciations (Boud, Keogh & Walker) 
• informed, committed action (Kemmis) 
• grounding explanations in evidence (Shulman) 
• complex understandings emerge and teachers build explicit and complete data-based 
judgments (Wildman & Niles) 
• making the linkages between economic structures, social and cultural conditions, and 
the way schooling works (Smyth) 
• instance of social action (Cinnamond & Zimpher) 
• directs, informs, apprehends and transforms (Grimmett, MacKinnon, Erickson & 
Riecken) 
• redesigning one's practice (Noordhoff & Kleinfeld) 
• fidelity to sorne theory or practice; or deeper and clearer personal understanding; or 
professional problem-solving; or critique of the conditions of professional action 
(Louden) 
• consideration of ethical, moral, political issues (Sparks-Langer, Simmons, Pasch, 
Colton & Starko) 
• enrich, to make more thoughtful, my future pedagogical experience (Van Manen, 
1991) 
• to increase the effectiveness oftheir own professional thinking (Griffiths & Tann) 
• new perspective (Atkins & Murphy) 
• lead to a steady increase in the quality of the education; produce critique and 
movement beyond the limitations of common sense thinking (Pollard & Tann) 
• bring about valued effects on student leaming (Cope1and, Birmingham, De La Cruz & 
Levin) 
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• to help teachers to become aware of the relationships between their actions and their 
inner processes; becoming aware of one's guiding gestalts (Korthagen) 
• construct knowledge and meaning (Colton & Sparks-Langer) 
• a necessary step towards mindfulness (Tremmel) 
• creates opportunities for professional growth and development (Osterman & 
Kottkamp) 
• educative powers and its potential for professional improvement (Silcock) 
• careful reconsideration in light of information from CUITent theory and practice, from 
feedback from the particular context, and from speculation as to the moral and ethical 
consequences oftheir results (LaBoskey) 
• pedagogical value: (1) With the help of self-reflection the teacher can leam about his 
or her own teaching practice. (2) Self-knowledge makes it possible for the teacher to 
take a position on his or her own practice. (3) Self-knowledge makes it also possible 
for the teacher to teach about his or her own teaching. (Bengtsson) 
• may or may not lead to meaningful successive conceptual development (Kompf & 
Bond) 
• improvement of professional competence and achievement of its associated 
professional/ethical objectives (Bright) 
• view to its improvement (improvement of action) (Hatton & Smith) 
• to provide heartfeltjustifications for one's beliefs and actions and a commitment to 
equality and respect for differences (Zeichner & Liston) 
• pleasant survival; maximize efficient and effective delivery of prescribed educational 
ends; discovery, assigmnent and assessment of personal meaning; politicalliberation; 
univers al personalliberation (Wellington & Austin) 
• informed, thoughtful and deliberate analysis or contemplation of one's beliefs and 
actions (Sumsion & Fleet) 
• transformative leaming (Cranton) (critical reflection) 
• improvements in the competence of professional action and resulting client outcomes 
(Knight, B.) 
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• meet the needs of students; engaging students successfully in their own meaningful 
leaming (Lyons) 
• significant personal and social transformations (Mezirow) (critical self-reflection of 
assumptions) 
• creation of meaning and conceptualization from experience and that capacity to look 
at things as potentially other than they appear (Brockbank & McGill) 
• assessing the consequences ofthose decisions (Taggart & Wilson) 
• purposeful change (Shepel) 
• new ways ofunderstanding one self as a teacher (Freese) 
• the building oftheory; self-development; decisions or resolutions ofuncertainty, 
empowerment and emancipation; other outcomes that are unexpected - images or 
idea that might be solutions; emotion (Moon) 
• instrumental, communicative, emancipatory learning (Kreber & Cranton) 
• cognitive change (Yost, Sentner & Forlenza-Bailey) 
• knowledge about teaching (McAlpine & Weston) 
• sharpen up, add to, redirect and generally reformulate actions that one has become 
dissatisfied with, possibly in the light of one's values or of facts already ascertained. 
Moreover, one can raise or become aware of various feelings, opinions, princip les 
and so on that one must be assumed to have had all along (Clark) 
• understand better the meaning oflived experience, one's relationship within and to 
the world (Conway) 
• transformation in teaching; uncover difficulties or problems that, if the teacher does 
not address, may impede progress toward self-improvement in teaching (Artzt & 
Armour-Thomas) 
• wisdom-in-action is enhanced, and as a particular outcome, articulation of 
professional knowledge is encouraged (Loughran) 
• newfound clarity, on which one bases changes in action or disposition (Jay & 
Johnson) 
• the moral growth of the individual and society (Rodgers) 
• sorne knowledge converted from tacit to explicit (Knight, P.) 
214 
Appendix D. Summaries of critiques 
Works analyzed Emergent themes 
f;';,: é .~~ ;.€iltÎ~~~Ôfl!~",et, 
Morrison, K. (1995). Dewey, Habermas and reflective practice. Curriculum, 16(1),82-94. 
Morrison approaches Dewey's work by contrasting Dewey's ideas with those of Habermas. He is concemed that the concept of 
reflective practice is not weIl understood. Hisreview of Dewey's work emphasizes thepracticalityofDewey's ideasa1:l?ut process 
reHective practice .lilld the n()Qon that. reH~ti()ri isa problem solvingexercise: The situatednessof reflectionin practice màkes the context 
proc~ssesinipP,rtan,t. In reflection, both jlÎtellectua:PandemotÎol,lal involvement arert<quired oftheptac~itionér, who must rnake cognitive and affective 
judgments in order to reach solutions. In contrast, Habennas' view ofreflection. is. morep?litically foc\lsed;. reflection can lead to process 
emancipation. Morrison concludes that Dewey's approa?h i~ also pote~tiallY:eQl'pOW~l'in,g,'aJl!iem~itçipa:til:tg, aIthough not rationale 
explicitly so. The strength ofhis ideas lies in their piactitlll nàturé;retlëcti()n; léadsto çoiicr,ete a#fioil. Therefore, according to action 
Morrison, Dewey' s sense of reflection rnay have more power to produce results; however, practitioners rnight benefit from 
drawing on the ideas ofboth Dewey and Habermas. 
Clark, C. (2001). Carr and Kemmis's reflections. Journal of Philosophy of Education, 35(1), 85-100. 
Clark is critical of some of Dewey's ideas about reflection as he lays the ground work forhis discussion of Carr and Kemmis's 
ideas about action research. He questioPsthevaiidityOfbeing;abletoverifY:façtsthfoitgli ref1:ection, which he says is suggested in process 
Dewey's work. Furthermore, he attributes some confusion in the literature on reflection to Dewey, whose ideas, he says, are 
unêlear aq'dtlt tlÎe.é<>nnectiqrrbeiWeert reflection atidiiction,D()es réfléctioù!àke.pÜîcebèfore.acfi()n.Or afteraçiiori~f~i~t1e.ctiori reflection and action 
abOut action or about tbeefféctsof action? 
Rodgers, C. (2002). Defining reflection: Another look at John Dewey and reflective thinking. Teachers College Record, 
104(4),842-866. 
Rodger's review of Dewey's work is laudatory. She argues for a return to Dewey's ideas as a way to clarify existing confusion in 
the literature on reflection and to reconfrrm the importance ofreflection for practitioners. In outlining Dewey's ideas, she notes 
that he recognized both the emotiollal and tiltél~ectualaspeëtSof ryt"JeGti()n; in the making of meaning from experience, a cognitive and affective 
practitioner is involved in both ways. She emphasizes this idea of Dewey's that at'fectispart ofwhaqJjé'ptactiti.ônei':bÏ'ih:g~t() pro cess 
rtif1~tion. Reflection results in change of different kinds; it also involves an interaction between the person reflecting and a 
communi~, a larger world. This aspect, contèxt, is centralto refl.ection. Rodgers identifies slxphasesin.reflectlon as seen by context 
Dewey: "1. an experience; 2. spontaneous interpretation of the experience; 3. narning the problem(s) or the question(s) that arises processes 
out of the experience; 4. generating possible explanations for the problem(s) or question(s) pose~;.5.~atnif)'Ïng theexplanati?ns 
into fuIl-blo~ hypot~eses; 6. experimenting or testing the. selected hypothesis" (p. 85 ~ t ResultsoÎt~achér tet}ec;tion arë:many: results 
ad4tessing sttideïit leaming, proillotiIIg stuqerit reHection, reflectiQgon teflection,andpërsOIlal and mteHeçtual growth. But more 
than these resuIts, actionbecomes the ùlti.mia~result. This direct connection between reflection and resulting action is important. action 
For Dewey, as weIl, reflectiorihll~amoràlptitPoSë and can lead to advances in socie~. rationale 
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Munby, H. & Russell, T. (1989). Educating the reflective teacher: an essay review oftwo books by Donald SchOn. Journal 
of Curriculum Studies, 21(1), 71-80. 
Munby and Russell review Schon's books, The Reflective Practitioner and Educating the Reflective Practitioner. In doing so, they 
raise questions about sorne of SchOn' s ideas which create confusion. They recognize the important contribution in his work in 
advancing reflection in professional practice, but argue that his ideasneed testing.Theyprovide examples from their own 
expe,rience in teacher education of possible situations of refl~çtî.o~~ln:action;mrhich they ~~eto bean impppant emphas~s in reflection and action 
$chan's~ork. The concept, in their view, pushes ide as about reflection forward. In trying to articulate a new !'îpistemoiogy of epistemology 
p@ctice, they feel that SchOn has raised awareness about the limitations of the technical-rational mode1 for professional education, 
although he may onIy have created a new discourse and not necessarily a new model that can be acted upon. They mention his 
relianc.e o?soll1~ ofDewey'sideas and wonderwhether his prol'0sed el'isternology is new. In addition, they note his aiiditionof 
probléln-~èttlngto the exlsting.id~as aboutpro1Jlem,-sblving'in ~efl,e;çtion. . . 
process 
Eraut, M. (1994). Developing professional knowledge and competence. London: Falmer. 
Eraut, M. (1995). Schon shock: a case for reframing reflection-in-action? Teachers and Teaching: Theory and Practice, 1(1), 
9-22. 
Eraut recognizes the originality ofreflection~in-action as a concept, but is critical of Schôn's ideas on many counts. One ofhis 
principal concerns is the làckôfc\arity aboùt feflectioh::-i!lt~cti9h. In Eraut's view, the distinction between it and reflection-on- reflection and action 
action is frequently confuse d, and SchOn' s examples of the former are not convincing. It is unclear how t,eflection and action action 
è~iij.'2id~. Eraut proposes that refleè:pon~j,p-action 1s aboufcontext, reflection-on-action is about focus, and reflection-for-action is context 
about purpose. Additionally, he notes that reflection is linked to time, in that more reflective behaviour occurs when more time is 
available; the mode of cognition employed by a practitioner is influenced by time. A major problem for Eraut is SchOn's daim to 
have advance~ a new epii;fein?tçgy of:pr:~!ice;~raut disagrees that such a daim can be made. In addition, he suggests that the epistemology 
process ofref1~c;tion ScMÎlprflInotesis more IP,etacogll,ÏtiQll thliJ,l retlêctiQl:1,. process 
Convery, A. (1998). A teacher's response to 'reflection-in-action'. Cambridge Journal of Education, 28(2), 197-205. 
In an argument in favour of collaborative reflection, Convery criticizes Schôn's ideas about reflection-in-actionaSliIP,i'tingfor reflection and action 
teachers. The conœpt promotes a focus on the immediate situation rather than suggesting teachers should pay attention to purposes 
and values. For Convery, Schôn's examples are simplistic and do not create the appropriate impression of the complexity of 
reflection. Teachers need to be gui~ed through the process ofreflection so thattheir fun~aIIlental values come into question. 
Schôn' s emphasis on action is detrfutental to an exploration Of v~Iuè,~ and emàilcipiltory pos~ibil~tit;:s fgr,stùdent leatiiing. rationales 
- - --- .. _-- _ .. _-- --
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Calderhead, J. (1989). Retlective teaching and teacher education. Teaching and Teacher Education, 5(1),43-51. 
. 
Calderhead (1989) provides an overview ofliterature on reflection and its impact on teacher education. He notes the variety of 
ways reflection has been conceived. In his mind, the discussions "vary in terms ofhow they view the process ofreflection(e.g., process 
reflection-in-action, curricular deliberation), the content ofreflection (e.g., teachers' own values, sociètalcontëxt, educational content ! 
theory), the preconditions of reflection (e.g., the attitudes for reflection, the tUÎ,orialcontext in which reflection occurs), and the context / preconditions 
product ofreflection (e.g., effective teaching, emancipation, an understanding of the relationship between values and practice)" result or outcome 
(p.44). Ina footnote, her~cognizes still other possibilities for perceiving the concept ofreflection: the dichotoniO:W;I'~lationships action 
between theory'âri(:lpr:actic~/thoughtand action, endslii'lclr!:teai1s; or delineating the ways in which the state of ideal teacher as 
implied in perceptions of reflection is reached. Furthermore, he notes that the varying conceptions of reflection are justified in the 
literature in different ways: 
Reflective teaching has been justified on grounds ranging from moral responsibility to technical effectiveness, and 
reflection has been incorporated into teacher education courses as divergent as those employing a behavioural skills 
approach, in which reflection is viewed as a means to the achievement of certain prescribed practices, to those committed 
to a critical science approach in which reflection is seen as a me ans towards emancipation and professional autonomy. 
(p.45). 
Calderhead also wonders if Schôn's idea of reflection-in-action rnight not always be applicable to every aspect of teachers' work. 
And while he agrees that teachers rnight very weIl reflect on such aspects of their practice as the values that govem their actions, 
he suggests that such an examination of values might result in diminishing the teacher's ability to work effectively: "it is 
conceivable that emphasis ~na critical evaluation of the imp~icit values in one's practice might in sorne contexts be quite 
debilitating, lesseniligteac1i~rs'c*Pa~ity;for appropriate actiQn" (p.45). He does fmd general agreement in the existing discussions action 
of reflection that a focus must be put on the cognitive and affective processes of what is involved in learning to teach. This leads cognitive and affective 
him to argue for more examination ofresearch on cognition ofboth teachers and students, on teachers' knowledge and on the processes 
contexts in which teacher education occurs. 
Grimmett, P. P., Mackinnon, A. M., Erickson, G. L. & Riecken, T. J. (1990). Retlective practice in teacher education. In R. 
T. Clift, W. R. Houston & M. C. Pugach (Eds.), Encouraging reflective practice in education. New York: Teachers College 
Press. 
Grimmett, MacKinnon, Erickson and Riecken (1990) look at the conceptions of reflection that had emerged by 1990. They review 
Zeichner's (1986) review ofresearch reports on reflection that show different approaches to the ways in which reflective teachers 
are prepared, particularly with reference to the levels of direction involved in reflective intervention. They also review Tom's 
(1985) categorization ofreflection as three dimensions: one dealing with the scope ofinquiry in reflection, another with models of 
inquiry, and a third viewing educational issues as either objective or socially constructed. What Grimmett, MacKinnon, Erickson 
and Riecken hope to show by reviewing these two works is that the language used to explain the concept of reflection can be 
criticized for its sometimes shared, sometimes differing nature. They argue that their division of the thihking on reflection epistemologies 
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1 
according to epistemologies into three perspectives is a way to understand the concept. Their three perspectives are instrumental i 
mediation of action, deliberation among competing views of teaching, and the reconstruction of experience (p. 23). These 
perspectives result from an examination of research studies on reflection which the authors claim is not exhaustive, but which 
shows the varied thinking about the concept. They further claim that the third perspective deserves a closer treatment than the 
other two because it has emerged more recently and has been less treated in the literature. In addition, they recognize that t~~iI-
perspectives are ,onl~ one way out of many ways in whi~h the lit:~ature on reflection might?: c()nsidered. Thefrrst perspective is 
t~m;.of:ie1;leçtion'as:apt:ocess, fQr impmvmg teachinga~tioiis::r,he'seco~d is that Qf refteàiorlasà \V~yo~ ~etenr,tining which 
~m(>nga Yarlety'QÛvi~Wsqf te~êhmgmight be mQst!àppf(jpri&t~ly:icaJI~ iritoplay for good té~hing;!o~~sù!t i~ ~fferent contexts, 
and the t,hir4Ï>èl'spective is that:fofreftection as important in reorgariiz~'6g.or reconstructihg èxperien~è .. ,Thi~ reconstructing can rationales 
have to do with actions or with the self, and could eventually involve emancipation in the explaining of assumptions about 
teaching. In the case of each perspective, Grimmett, MacKinnon, Erickson and Riecken pull together literature which demonstrates 
the particular perspective. They suggest that such an examination of the literature and its resulting perspectives can be useful in 
showing novices and experienced reflective practitioners aspects of the concept that might be new. They argue that such 
conceptualizing of reflection, if adopted by others, should continue to help clarify the ideas in the literature. Table 1 replicates the 
perspectives of these authors in what they call a "summary of epistemological commitments for three perspectives on reflection in 
teacher education" (p.35). 
P~('SpêCt,ives,on Reflection $,ôurce.ofl<nowledge for Mode of Reflective Purpose of epistemologies 
Reflection Knowing Reflection 
1. Reflection as instrumental mediation of External authority (mediated Technical Directs rationales 
action through action) 
2. Reflection as deliberating among External authority (mediated Deliberative Informs 
competing views of teaching through context) context 
3. Reflection as reconstructing experience Conte"t. (mediated through Dialectical Apprehends and 
colleagues/ self) transforms 
Table 1: Perspectives on reflection from Grimmett, MacKinnon, Erickson and Riecken (1990, p.35) 
, Korthagen, F. A. J. (1993). Two modes of reflection. Teaching and Teacher Education, 9(3),317-326. 
Korthagen's (1993) main concern is with the absence of attention to reftection as a non-rational process. He argues for a view of 
reftection that includes "gestalts," and allows for reflection to take a less rational path through such media as metaphor, artistic process 
endeavours, pictures. In his article he reviews the thitlking of other authors who hold similar views about practice, views that 
diverge from the traditional view ofreflection as a rational process. He suggests that theseless easily analyzed non-rational 
processes have been neglected. He likes the idea of reflection as a mirror, which suggests differetit ways of looking atpractiê6 "-
rational and non-ratio~always, His conc1uding rernarks reveal much about what reflection can do: "Reflection, thus conceived, 
can enhance the power of each individual teacher to make a personal, creative, and innovative contribution to education" (p.324). rationale 
-- --- --- ----- ._--
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Trernrnel, R. (1993). Zen and the art of reflective practice in teacher education. Harvard Educational Review, 63(4),434-
458. 
Tremmel (1993) draws on Schôn's idea about reflection-in-action to promote his view that i:é~ctiohshoUldbel(joked\âtîÎÎal~ss 
Westerrt way. He is interested in adding to understandings about reflection the Zen tradition ofmindfulness. He favours Schôn's 
view that the practitioneris ph~~nt itttllc>111ornent of action: "reflective practice must begin in practice and be built up 
epistemology 
interactively in the details of the situations as they unfold" (p.440). A Zen approach coincides with Schon's idea that réflection is reflection and action 
in$~p<ij::ablerr;~)l1l.;act~on; however, Tremmel points out that the mindfulness of Zen J,DQYe~beyondreijecti()IÏ..:iïl~ac!ionto 
"e~bgîhp3;ssijte:wh!?Jepracticeoflivin'g" (p. 444). Tremmel also rnakes the pointthat such a view allows for a more 
comprehensive ~ay ofthin.king about refléétiBh a~J,DoretjîanJust.problem""s8iviùg. It involves paying attention, and what he says context 
Schon would caU awareness: "awareness of the world, awareness ofthe self acting in the world, and awareness ofbeing aware" 
(p.447). 
Atkins, S. & Murphy, K. (1993). Reflection: A review ofthe literature. Journal of Advanced Nursing, 18, 1188-1192. 
Atkins and Murphy (1993) provide a brief review of the literature to show the ways in which reflection has been treated, stating 
that "this literature review was undertaken as an attempt to umavel the important aspects of reflection and to identify cognitive and cognitive and affective 
affective skills required to be reflective" (p.1188). They review both theoretical and empirical works on reflection and identify key skills 
stages of reflection and skills needed: Th~y point out the lack of a cIear definition of the concept o,f reflection:. They note that 
àutoors dîscll:ssing reflection focus onthepr6cesses involved. Their survey leads them to three stagesfu thereflectiveprocess process 
common to authors examined. At frrst, an "awareness ofuncornfortable feelings and thoughts" triggers reflection (p.1189), and 
then through exarnination of feelings and knowledge a situation is critically analyzed. The third stage results in the development of 
a new perspectiye. Learning is the result. result 
Skillsne~edfotreIfectîQn tl:ïat. emergedfrorn tlieit'stliijy ofthëlitërature a.re selflawaténë~s, descrlption,critica1 
analysis, synthesiS and evaluâiion. Although they rnay not be expIicitly indicated as skills in the literature, Atkins and Murphy 
suggest they are implicit in the discussions of the process of reflection as necessary skills. They concIude that reflection is a 
"necessary process in professional éli,ücation" (p.1191). They provide a graphic model of processes and skills in reflection, as 
shown in Table 2. It is important to note that Atkins and Murphy view reflection from the perspective of professional education, in 
particular, as practitioners in nursing; however, their overview of the literature focuses mostly on writing about teaching, with 
linùted references to writing about reflection specifically with regard to nursing. 
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Self-awareness 
Description 
Critical analysis 
Synthesis 
Evaluation 
~ 
~ 
~ 
Works analyzed 
Awareness ofuncomfortab1e feelings and thoughts 
T 
Analysis of feelings and knowledge 
T 
New perspective 
Table 2. Reflective processes and skills required, fromAtkins and Murphy (1993, p. 1191). On the right are the processes of 
reflection; on the 1eft are the skills required for reflection. 
Ratton, N. & Smith, D. (1995). Reflection in teacher education: Towards definition and implementation. Teaching and 
Teacher Education, 11(1),33-49. 
Hatton and Smith (1995) survey the existing literature on reflection in teacher education and discuss a number of issues. One is the 
seminal deftnition of reflection provided by Dewey, and the resulting implications of this defmition for others who have 
interpreted bis work: the 1ink between thought processes and action, the time frames of reflection, the question of whether 
reflection is about problem-solving, and the extent to which reflection is critical thinking. The frrst issue, the 1ink between 
reflection and action, of course is part ofwhat SchOn (1983) tried to explain in his work. He also was concemed with the time of 
reflection, whether it happens at the time of action or afterward, noting that both are possible. Hatton and Smith note that sorne 
writers view reflection as essentially problem-solving, whi1e others regard it as a broader process of thinking within "cultural or 
professional perspectives" (p.35). Hatton and Smith point out that there may be a distinction between reflection and critical 
reflection, the latter being the following of "a particular ideology, along with its accompanying assumptions and epistemology" 
(p.35). Theyalso acknowledge the widespread adherence to Van Manen's (1977) three 1evels ofreflection, and the fact that 
Sch6n's framework encompasses allleve1s, even that of critical reflection. Much of the article by Hatton and Smith is devoted to 
aspects of reflection as they impact on teacher education programmes, especially the effect of strategies designed to promote 
reflection and the possible evidences that reflection has taken place. Points that emerge from their article as significant for the 
present retrospective on reflection are the concem that there is a \vide range of understandings about reflection. They provide a 
framework for types ofreflection indicating five levels, shown below. 
Reflection type - - -Nature of reflection - --- -------possiblecontent - -
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Works analyzed Emergent themes 1 
Reflection-in-action 5. Contextualization of Dealing \Vith on-the- processes 
multiple viewpoints spot professional 
drawing on any of the problems as they arise 
possibilities 1-4 below 
applied to situations as 
they are actually taking 
place 
Reflection-on-action 4. Critical (social Thlnk:tpgabout the 
reconstructioriist), seeing as effects on others of 
problernatic, according to one' s actions (taking 
ethical criteria, the goals account of social, 
and practices of one' s political and/or 
profession cultural forces 
3. Dialogic (deliberative Heaiing one's own 
cognitive, narrative) voice (alone or with 
weighing competing another) exploring 
claims and viewpoints, alternative ways to 
and then exploring solve problems in a 
alternative solutions professional situation 
2. Descriptive (social AJ)alyzing one' s 
efficiency, developmental, performance in the 
personalistic )seeking what is professional role 
seen as 'best possible' (probably alone), 
practice giving reasons for 
actions taken 
Technical rationality 1. Technical (decision- Beg~Jo<examine 
rnaking about immediate (usually with peers) 
behaviours or skills) , one's use of essential 
drawn from a given skills or generic 
research/theory base, but competencies as often 
always interpreted in light applied in controlled, 
of personal worries and srnall scale settings affective process 
previous experience 
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Table 3: Types ofreflection related to concems, adapted from Hatton and Smith, 1995, p. 45 affective process 
Bengtsson, J. (1995). What is reflection? On reflection in the teaching profession and teacher education. Teachers and . i 
Teaching: Theory and Practice, 1(1), 23-32. 1 
Bengtsson (1995) provides another critique of the concept ofre~ecti?n and thep~oblems associated with our understanding ofit. , 
He recognizes problems in the. multitude oftènils us.ëdsynonynlQusl)rwithref1e<tîionaii4alsointhe relationships between reflection and action 
reflection and aètion. It canbe Ullderstood as oècurring inacti(ln;~ separatefi:;oriciact~êiilasaçognitiye à.ctivity, as: an action îtself. 
It can be seen as leading to teacher enlightenment and autonomy, but there are varying degrees of the autonomy that results. These 
problems show the lack of clarity in our understanding of the term. Bengtsson ultimately argues for an expanded view of reflection 1 
to differentiate between self-reflection and thinking. He says that reflection as thinking has predominated the discussion, and there processes 
is a need to place more emphasis on self-refledion. The result could be increased self-knowledge enabling a teacher to leam about result 
his or her practice, to take a position with regard to his or her practice, and to teach about his or her teaching. It is the distancing 
function of self-reflection that can be powerful in achieving these results. context i 
Kompf, M. & Bond, R. (1995). Through the 100 king glass: Some criticisms ofreflection. Paper presented to the American 
Educational Research Association Annual Meeting, San Francisco, at a Symposium sponsored by the International Study 
Association on Teacher Thinking. : 
Kompf and Bond (1995) pro vide a fairly extensive review of understandings of reflection, including comments on Dewey' sand 
SchOn's thinking, as weIl as that of Zeichner and Liston (1996), Neufeld and Grimmett (1994), and Brookfield (1990), among 
others. Kompf and Bond (1995) discuss Schon's contribution by relating his ide as about reflection to the concept of critical process 
thinking. Their conclusion is that his approach to reflection is part of critical thinking, a larger concept: "What he suggests is part 
of a larger entity, in this case, critical thinking" (p.18). They further make the point that reflection must be considered in. terms of action 
past, present and future activities. They argue for the advantage ofreflection which involves others, the feedback provided from 
the outside being valuable to the person reflecting. Their framework demonstrates the processes of reflection, and they note the 
ptoblems of thecIose 1fuk betWeenprocess aÏidproduct. They note that çu1:é~IhesiPi'gbt bé actl,ot1 Qf Î1;laction. They clearly include process / result / outcome 
the affective domain along with the cognitive one, a~d.inêli.l.deàs-Wen pnysièàll:in4 spifitùald<>miti~s, They name their model a cognitive and affective 
cognitive-developmental model of reflective processes. processes; physical and 
spiritual aspects 
Van Manen, M. (1991). Reflectivity and the pedagogical moment: the normativity ofpedagogical thinking and acting. 
Journal of Curriculum Studies, 23(6), 507-536. 
Van Manen, M. (1995). On the epistemology of reflective practice. Teachers and Teaching: Theory and Practice, 1(1),33-50. 
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Van Manen (1991, 1995) is concemed about the way in which the relationship between retlection and action is viewed. In his 
promoting of the idea that mindfulness, a way of characterizing what happens in the "immediacy of our actions" (1991, p. 513), he reflection and action 
suggests that most views of reflection tend to be about its decision making aspect. He likes the idea that such action is "thoughtful" 
rather than "reflective" (1991, p. 516). He uses the term pedagogical tact to name this thoughtful action. He says it this way: process 
"Thoughtful action differs from reflective action in that it is thinkingly attentive to what it does without reflectively 
distancing itself from the situation by considering or experimenting with possible alternatives and consequences of the 
action. Living the pedagogical moment is a total personal response or thoughtful action in a particular situation." (1991, 
p.516) 
In his view (1995), this way of looking at practice has an epistemological basis. Possessing such tact is related to personal teaching 
style and inc1udes a moral and ethical aspect. It is not just about translating theory into practice in that the person cannot be 
1 removed from the teaching situation: "the practical, activeknowledge that animates teaching is sometlIing that belongs ... more 
closely to the whole embodied being of the person as weIl as to the social and physical world in which this person lives" (p. 46). rationale 
context 
Ecclestone, K. 1996. The reflective practitioner: Mantra or a model for emancipation? Studies in the Education of Adults, 
28(2), 146-161. 
Eccleston~ (1996) is concemed about the "lackof wîdespreadiiê,ba.te,a15ôu!,il1~~d.erl)'i;ng values andptlrpo~es of ~eflecti9nin epistemologies 
professionan~aming" (p.3); she notes that currènt understandingsofTèflectiéina(e~confusedand epistemologies<afe amhiguoùs. rationales 
While she writes mainly about reflection incontinuingprofessional development, she alsot()ucheson issues related to teacher 
education. She sees the tendencyŒrir valuestobp; ~èpât:at!)d.otit9freflective practice, leavingit a'pUr,~lYfilchn~cal endeavoùr. values 
Quoting BaU, she suggests that reflective practice has become somewhat of a mantra in teacher education. Lackof distinction 
between reflection and critical reflection makes underlying assumptions unc1ear. Her argument is that yahies, whicumay betacit, 
dp'nbt;al#llYs fi~e mapproaches to retlection. Reflection might have a range of different issues as its focus: "actions; practical 
and theoretical reasons for action; ethicaljustification for action" (p.5). 
'. ,'.' Slle notes ,that otheraspects of the discussion on reflection are problematic as weIl. We do not know howretle~tl()~lea,~s 
fOÎl:p.prqy~(t'pr(lct!çe;we dono~':und~rs~d the cogiùtiveprocesses involved in reflection; we have placedtoo,muéh'èlÎlphâSis(ju cognitive processes 
inuiiti()~:ratU:e1'"than:th~orY, as a result of SchOn' s approach; we db.· notrec9gnîie the.differences in the form alid.f~ëtisofreflèction 
for practitioners at different stages of their professionailives, or across formaI and informalleaming situations. UltimateIy, she process 
argues formore explicit foci and purposes for reflection, clearer values, both implicit and explicit, and debate about the scope of object of reflection 
reflection and its possible outcomes. rationales 
results 
Zeichner, K.M. & Liston, D.P. (1996). Reflective teaching: An introduction. Mahwah, NJ: Lawrence Erlbaum Associates. 
Another review ofliterature that provides an overview ofwhat has been written and what the issues might be is found in Zeichner 
- ---- --- --- -- ----- --
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and Liston' s (1996) book Reflective teaching: An introduction. This extensive review includes discussion of the distinction 
betWe~n teaching that.hilsapurely technicalfQcus à4dteaching thatisreflective. As well, it examines closely the work of Dewey 
and Schon and the impact of this work on our understanding of reflection. Again, they acknowledge the vagueness of the term 
reflection. 
Zeichner and Liston (1996) acknowledge the power and value ofreflective teaching, but recognize sorne of the problems 
associated with it. In their extended critique of Dewey and Scholl, as well as others who have written about reflectioll, they note 
the absence of dialogic reflection in SchOn's thinking as well as his tendency to neglect the contextual factors that influence 
teaching. They are most critical of reflective practices they see that prevent real teacher development. One example is the tendency 
to encourage teachers, upon reflection on their practice, to recreate the results of research in their teaching in order to improve it. 
Zeichner and Liston note that such an approach is merely the technical rationality that is desirable to avoid and does not allow for 
a close reflection on a teacher's individual practice. A further criticism they make is of the use ofreflection to focus on skills and 
strategies of instruction rather than on its ethical and moral nature as weIl. They also are concemed about an overly extensive use 
ofreflection as a me ans to look at an individual's teaching rather than also at the social reality of the situations goveming 
schooling. They also see reflection as a social practice, not an individual and isolated one, and suggest that much of the literature 
on reflection suggests otherwise. 
One section of their book is dedicated to a discussion of teachers' practical theories and the ways in which these theories 
are part of reflective teaching. They also note the importance of the llo.ciatcort1:e)Ç,t Qfrefle~tion. An important contribution made 
by Zeichner and Liston to our understanding of reflection is their chapter on the traditions of reflective teaching. They describe 
five ofthese: the academic, social efficiency, developmental, social reconstructionist and generic traditions. In their view, each of 
these is based on different expertise in teaching and different beliefs about what is important in teaching. The descriptions stem 
from a study of works on reflection to 1996; Zeichner and Liston look at the range of ways that reflection has so far in the 
literature been perceived. Briefly, the focus for each of these traditions can be described in the following way: 
Academic tradition - reflection on the content ofwhat is taught and how to gain student understanding of the subject 
Social efficiency tradition - reflection on and application of research on teaching strategies 
Developmental tradition - reflection on the development of the leamer as a basis for making decisions about teaching 
Social reconstructionist tradition - reflection that is political, that leads to teaching that promotes equity and human 
justice 
Generic tradition - the idea that reflection necessarily leads to improved teaching, without specification as to what kind of 
reflection might be useful or what the content of the reflection might be.Zeichner's and Liston's (1996) discussion and 
resulting articulation of the traditions is helpful in showing how ideas ofreflection have evolved into a variety of 
understandings of the concept. 
Wellington, B. & Austin, P. (1996). Orientations to reflective practice. Educational Research, 38(3), 307-316. 
In a discussion of what they term the oriel).tations to reflectivepractlce in their examination of the "practical" in teacher education, 
Wellington and Austin (1996) explore the bel1~fs that educators, particularly t~achereducators, might have about education and 
might display in their reflections in an attempt to show the underlying orientations tlia:trtrlghtexi$t. They retum to the three levels 
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ofreflection, or notions of the practical, outlined by Van Manen (1977) and discussed earlier in this paper. They draw on the 
perspectives ofGrimmett, MacKinnon, Erickson and Rieken (1990), also discussed earlier, which relate to those of Van Manen. 
However, Wellington and Austin add two further ideas to those of Van Manen and Grimmett, MacKinnon, Erickson and Rieken. 
Theyexpand the earlier ideas""iththeir owninto i'oI'Î~mtations toretle6t,fye practice" \irhiëhencompass enipîi~$iSi:political 
çonte~ scope,pedagogy,·nafure/ofthe reflectivel*ge arjâ.social sci~p.cetoUl1datiort. Their orientations are as follows, with my 
brief description of each: 
1. Immediate orientation - Wellington and Austin use the term "pleasant survival" to characterize this orientation (p.309). They 
are referring to the tendency of teachers sometimes to be focussed, rather unreflectingly, on getting through the day. 
2. Technical orientation - The focus in this orientation is on improving methods ofteaching; the reflection is classroom based. 
3. Deliberative orientation - In this orientation there is a search for personal meaning; reflection may extend beyond the classroom 
and may tap into tacit assumptions. 
4. Dialectic orientation - This orientation is focused on politicalliberation, and involves a questioning of established practices. 
Empowerment is an issue, and ethical and moral airns of justice and equity become involved. 
5. Transpersonal orientation - The focus here is what the authors call universal personalliberation. Practitioners are questioning 
and approach pedagogy holistically. They may embrace alternative paradigms (e.g. Eastern thought) in an attempt to achieve self-
development. 
Wellington and Austin see these five orientations as helping to underscore "fundamental values and beliefs about education" 
displayed in reflection (p.311). 
The distinctions Wellington and Austin make are interesting in light of previous discussions in this paper on rationales for 
reflection. The questions that guide their exploration of the orientations imply distinctions between domesticating and liberating 
views of education, leading to a practice that is systems-oriented or people-oriented. The domesticating/liberating dichotomy, they 
say, is about a view of the purpose of education as being about the individual or about society. In the continuum, the domesticating 
end represents a predominantly societal approach to education. The liberating end represents a view in which the individual 
becomes more important than the society. At this end there is room for personal transformation. The systems oriented/people 
oriented dichotomy involves the difference between practitioners who are focused on efficiently meeting their goals as opposed to 
those looking for personal meaning. Wellington and Austin see the decisions that result from the answering of their questions as 
revelatory in establishing the values that guide a practitioner's reflections: "Practitioners' decision paths show how their values 
and beliefs about education manifest as practices" (p.314). 
225 
Emergent themes 
context 
epistemology 
rationales 
rationales 
rationales 
epistemologies 
context 
Works analyzed 1 Emergent themes 
Parker, S. (1997). Reflective teaching in the postmodern world: A manifesto for education in postmodernity. Buckingham, 
UK: Open University Press. 
Parker <t,997), is very direct in his discll~sionofthe faHings ()f:t1I~(;~ncçp1iofreflectivet~aching t9()at\~fy cUÏTentppl10sQphîcal 
~proacliesûi educationandto àUow fol' aA~ccurate representatI.Qnofs9Cialreality. Taking a postmodem stance, he contends that 
reflective practice is still very muchlinked to the technical-rational approach that SchOn was at pains to avoid: 1 epistemology 
Reflective teaching is a moment in the evolution of literary style. It is a style which has rejected a number of 
enlightenment commitments but which retains enough of the fashion of realism in its story of language and reason for it to 
appear awkward, old-fashioned, archaic, passé to postmodem taste. In postmodemity - in a world that is made not found, 
a world in which there is not truth that we have not put there, no reason except for the mIes we live by, no deep 
significance that is not superficial- reflective teaching retains too many of the old mythologies for it to do a substantiaUy 
different job from traditional realist or positivist writing. It is, in its apotheosis of reason and logos, simply too Old 
Testament(p. 140) .. ..... ..' . .. '.' ... .... . ...... . 
In stating that reflectîon·as. it is currently ùuderstoop..isincapabie of acliievingenlanè,ipation, he argues for a new approach to 1 result 
teaching, one that would elîminate the outmoded and alI~pervasive language of reflective teaching which prevents innovation. His 
words are strong: "This linguistic hegemony severely inhibits the potential for an analysis and critique of the reflective process to 
institute innovation in education" (p.30). Parker deconstructs the concept ofreflection to show that some of the assumptions 
behind reflection are invalid and suggests that teachers must become deconstructionists in order to effect change in education. 
Barnett, J. (1992). Improving higher education. Buckingham: SRHE/Open University Press. 
Barnett, J. (1997). Higher education: A critical business. Buckingham: SRHE/Open University Press. 
Barnett (1992) discusses issues related to reflection in a chapter entitled "We're aU reflective practitioners now." His rernarks are 
intended to clarify the situation with regard to students in professional programmes such as teaching and their leaming about how 
to reflect on practice. He supports the notion of reflection as Yaluablèj:as~e$ulting inînf()TIll~daçtion. The term reflective. ." 1 result 
practitioner "summ~izes th~ complexities of the ~itll~tiolls in wlii~~pro(~s,~ioilalsfll;ld thein,sèlvescâIle<i upon to aèt,lndicate$ that 
theYiii,e ,a,Ble,t6ca:n~P9n ar'aJ}ge of strategies iIl·thosesituations~· iml'l~eS~~àtthe,yaieable to evalll/ite,t,l1QSti *ategîes,.aild 1 process 
unde.rlines.ithatthey 'maintàûi.à kind of running(â,lbeit silent) coll11P.en1fii:Y .. {)n.thejrQWn actions as.tfieype:r:t"orihthem in interaction 
with their clients" (p. 194). Much ofwhat Bamett says here links the idea ofreflection to professional action. 
Barnett (1997) further explains his understanding ofreflection, again as it relates to student learning in higher education. He 
develops the idea that reflection is a part of three forms of critical being: critical thought, critical action, and critical self-reflection. 1 reflection and action 
His view is that the modern world dernands reflection on knowledge and action. In his words, the reflection one brings to "one's 
own categories and assumptions ... provides the potential for new orderings, new insights and new sources of action and 
knowledge" (p.91). This reflection has, however, the aspect not only ofpersonal survival in the modem world, but also an aspect 
of society's ability to cope in the modern world. He cautions that we must guard against reflection in higher education becoming 
merely an instrumental activity to serve economic goals. It must continue to be about "fulfilment of the individual's life-world, 1 rationales 
about empowerment and even about emancipatiQn" (p.91). 
For Barnett, tbree domains, knowledge, the self and the world, can be the subjects of reflection at different levels. The eight forms 1 context 
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of self reflection he identifies are the following: 
• Self-reflection on disciplinary competence 
• Educational reflection 
• Critical reflection 
• Reflection as metacompetence 
• The reflective practitioner 
• Reflection as self-realization 
• Reflection as social formation 
• Societal reflection 
Sorne of these forms of reflection are more frequent than others in higher education. His explanation of their occurrence is seen in 
the following table: 
Knowledge 
1. disciplinary 
Self 
2. educational 
3. critical reflection 
6. self-realization 
World 
4. metacompetence 
5. reflective practitioner 
7. social formation 
8. societal reflection 
Table 3: Bamett's (1997) eight forms ofreflection in thethree domains of critical being (p. 100-101) 
His.concernis that hlgllerr4ttÇlitioIl today is note~co~ging thehigherley~ls of criticalfeflë~~(}Jl.~rnotes thàt thereis 
not enôliglï in!egr~PQnQf reflection àctosstnedomains of 19lQwle4ge, 'self and,wo~JdmIdtli,at the fo~tistend~Jo.~ on a Iimited 
view ofperformanCë~ Ultimately, he suggests a curriculum for developing high levels of criticality. 
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Brockbank, A. & McGiIl, I. (1998). Facilitating reflective learning in higher education. Buckingham: SRHE & Open 
University Press. 
Brockbank andMcGill (1998) cite the ideas of Bamett (1992, 1997) in their discussion of critiques ofreflective practice. They 
agree that réfleètipnhaS m~Jt~e value ifit resuits m~ha,Ilgeâ:iaeas. They note, however, that there is a difference between reflecting rationales/results 
alone and reflecting in dialogue with others. This may avoid the problem of reflection becoming self-confmning. Even though context 
Brockbank and McGill focus on reflection in leaming, rather than in teaching, there are some ways in which their ideas relate as 
well to the reflection that a teacher might do; they see reflective practice as apowerful force for 'criticallyreflective leaming,' 
something that might be a result of(i teacher' s reflection (p. 88). They seefiVe'dimensionsin refl~çtionwijiêh movefrotn 1 reflection and action 
refle<\tioncentred ln aètion(l}tb retlecHÔl,l UIçreàsingly distant frOID acti(in'(5): 
(p. 81) 
Brockbank and McGill (1998) step back from describing their own view of reflection to a discussion of the critiques of 
others. They share Harvey and Knight's (1996) idea that there are different qualities ofreflection and that the changing ofideas 
through reflection has value. They make the point that their view of reflection as a dialogue involving more than one person is 
contrary to both Bamett's (1992) and Harvey and Knight's (1996) implied suggestion that reflection is solitary. This causes them 
to question the value of Bamett's proposed idea of a curriculum for developing criticality unless it incorporates the idea of 
reflective dialogue: 'When we bring dialogue into our definition of reflection we can see how possible it is to reach high levels of 
criticality' (p.88). They feel this dialogue can bring about reflection about leaming in the domains ofknowledge, action and self, 
the domains mentioned in Bamett (1992), but it must also be accompanied by reflection on this leaming. This kind ofreflection 
can lead to "transformatory leaming, critically reflective Ieaming, deep leaming" (p.88) 
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Boud, D. & Walker, D. (1998). Promoting reflection in profession al courses: the challenge of context. Studies in Higher 
Education, 23(2), 191-206. 
Emergent themes 
Boud and Walker (1998) explore the conditions under which reflection might be promoted in professional courses, but at the same 
ra,~s~.gllestio;nsaboutthe misconceptionsofthe nature of reflecti()n that are pervasive in the literature. They note the cl,iff~renc.~:in. 
1ltl4è:ri1tan:dingsabouheflect!onthatstem,ftomdiff~r~ttraditi(}ns. Their article highlights problerns that have occurred in applying 
ideas about reflection, with a focus on higher education and continuing professional development. These problerns result from 
various sources that include misintefJJretingthe literature,re~arding I,efl~ction as thinking,. and teachers following personal 
a~endasrather t~an learners' ne:ds .. The prob~ems ~bey 4isclJs~aré~e foUowIDg=:r~n~cti(}ll~f~~41e ~()11o",~~re~è9ti()rt·W~thout 1 process 
1~~îng,#iemability.t(j·~1l~~t~fl~tion\Vitl1iIl~et~4(j9~fs~inMts,1<lçkp~.~~~n~i~~.to;~.fQfm<\tl~illgc(}Ilt~Xti·Ï:rj,it~itlg 
teflectioIl!o(}~te~l~ittal~~g~~r#g.it~ ~motip~âldigjen$i(}l1,âiIQWWgaisC1oslfre~f privateis~ü~s, accepting e~iiellCè 
withQlJtçdtiçal·d:ù~g~~en{ofitSi:valtlè,·exceedingthe. expêrtîseof theteaeber;overtls,e(}(t~;lchfn:·poWer. Their main point is that 
context bas been igQored as a factor in discussions of reflection. Context for tbem is "the totalcultuial, social and political 1 context 
environmellt in'\Vhi~h .refl~cti()ntakespla~e"(p.197). The context can have a profound effect on the ways in which reflection 
happens. "ê91}t~xtis~eihaps thesmgle most,mportantinfluen<;e on.reflection and leaming" (p. 197). The contextualization 
needed might relate to the process of reflection as weIl as the content. 
Donnelly, J.F. (1999). Schooling Heidigger: on being in teaching. Teaching and Teacher Education, 15, 933-949. 
D .....0 •.. nn., .... ... el.l.Y. ' .. s. '. ,.(19 ... 9,?) ~.l~ ...a .... 1~siS~~.f .. I,.7. ~e.~. t~().I1 .. i.n ..•... !.i~h .• t ... ofH..ei.dig;~~r'. Sl'.b~!?i s. ?p~y .... 1. ~~d. s. hi,nlto t. h.,.e ..con. c~1I,sion ,th.a. t ... .refl. êcti~n.·. :ma. y1;Jê 1 action linnted mtltt! ~:eXtent towhlch~tçâtl.encollÏpasstbe meluctablyexistentiai characterof the teâClimg~ct and the teachmg context 
i~t.atil"t:lSliip" (p.946). The fact that the teacher "does not disengage from tbe process" suggests that a cOgQitive basis forr~flection 
isinappropriate. In his analysis ofHeidigger's work in relation to reflection, Donnelly shows that it is tbe "concernful" nature of 1 cOgQitive process 
teaching that is its defming characteristic, and that this ''being with" students speaks against a situation in which teachers step back 
toreflect (p. 947). 1 affective process 
Tomlinson, P. (1999a). Conscious reflection and implicit learning in teacher preparation. Part 1: Recent Iight on an old 
issue. Oxford Review of Education, 25(3), 405-424. 
Tomlinson (1999a) points out the prbbl~lnatiénatJJre ()folleüüdèrstanding ofreflèctÎonas·~ m.eiuis t() !lml tacîtînto e,<pliçit process 
IciîQwl~dge and the corresponding Îssue ofthoughtbeÎllgseparate~ft()mactîon. He draws on connectionism in psychological action 
theory to support the view tbat non-rationalist approaches are needed. process 
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Bleakley, A. (1999). From reflective practice to holistic reflexivity. Studies in Higher Education, 24(3), 315-330. 
Bleakley's (1999) article begins by criticizing Schôn's inability to provide a model ofreflective practice that is convincing in 
promoting such practice as artistry. He, like Donnelly, draws onlleidigger to .~rgtle for a~ approach to reflecti?n that is more 
c01pplex,calling t~is "polisticreflexivity"(p.l). If7 says th~tfQllré,piste~QJ09i~~Iiebeneàthng~0n,sQt@fl~ction. These foUT are 1 epistemologies 
eniâncip~totYhrllliani,sin:, teChnicalI;ati6nâl~postmoÇlemdecon~trl1~tivè;:~rtdJ#aicàlphel,loJl1~nolc;>gica!; In discussing the fIfSt of 
these he is critical of Ecclestone for rnaintaining a safe view ofreflection, "mooring reflection ... to the conventions of rational act 
based upon rau.·on ..a.l .. th ... o .•. u ...g ... h .....t .. ' .. '.' r .......a ... th ......e .•.r ..... th .. a.n. p .. ro. v ...id. in .......g ... a ..... v ....i.e. w ....... t.h.a .. t ..•.. in .... c •. o .. rp ... o ..ra ... t. e ... s. i.n .... tu ...i.tion ..... an ..·.d ..... emotion (p. 6). He feels that the fIfSt 1 affective and cognitive tbree of the epistemologies listed ab ove have aIl neglected to focus on education as an aesthetic practice. Bleakley leads to a process 
proposaI that r~f1~ç,ti~~~inaçtionOOd,tètl~c,Hôn-oii~(wtipll\d(jnot s1Jfffce;·lie, •. ~ds·:teflettiQn-as-action. He defmes this as a holistic 
typ~ of reflection wr~c~ does n~t separateth~ person an~ the environrnent?~ t~e ~~flection: "I~is ll.~estmeed.llc~te~ ~?ll~h an 1 co~text 
envIfonrnentaI sensltlVlty, offermg an ecologlcal perceptIOn" (p. Il ). The ell1})éddmgof reflèctlc;>n as an actmth!U<l context that actIOn 
influences it suggests it is an aesthetic event. It is beyond a technical-rationai view ofreflection. "It is rather a mode ofbeing 
grounded in passion and body ratherthan cognition andmind, with an outside-in, rather than inside-out, focus" (p.12). But even 1 context 
further to reflection-as-action might be holistic reflexivity which combines both aesthetic and ethical components, and is "critical," 
"worldly (rather than personal)", and "ecological, or sensitive to difference" (p.18) .. His concluding remarks help to rnake this 1 rationale 
clear: "Reflection is not a detachrnent, a second thought, but an aesthetic~nd éthicaI act of participation in the world" (p. 17). context 
Moon, J. (1999). Reflection in learning and professional development. London: Kogan Page. 
Moon's (1999) book contains one of the most extensive reviews of the literatIrre on reflection in recent years. She recognizes that 
the literatIrre on reflection stems from many different sources, rnaking clear understanding of the concept more difficult. In 
addition, she notes the problem of confusing language. Her purpose is to link reflection to professionallearning. Moon's efforts to 
examine the definitions ofreflection were covered in the chapter on defmitions; she is concemed that few empirical studies have 
helped to clarify the meaning of reflection. She aIso examines the ways reflection has been considered in terms of its 
developmental stages. She reviews the ideas of Dewey, Habermas, and Van Manen, among others, about the idea of emancipation 
as a result of reflection. In her view, reflection migbt be. one mental process that can have differentpurposes: 
reflection used for ernancipatory purposes can be viewed as the operation of the basic mental process acting within a 
framework that encourages critique and evaluation towards an outcome that is liberating in its effect. In other words, it is 
the framework of intention and any guidance towards fulfilment of that intention that is significant in distinguishing one 
act ofreflection from another. The mental process itselfrnay not differ from one situation to another. (p.15) 
Moon finds that the literatIrre appears to contain different concepts ofreflection, but these differences rnay otlly indicate different 
purposes or outcomes. The process is always the same. 
One of the issues for Moon is the relatignship ofreflection to experience. Two unclear aspects ofreflection rernain, in Moon's 
view: the uncertainrole ofemotion in reflection (ls it part of the process or the content ofreflection, or does it control the 
process?) <Ind the unclear relationship between cognition<Ind reflection. She reviews literatIrre on experientiallearning and its 
connection to reflection. She also recognizes SchOn's contribution to the understanding ofreflection, but is somewhat critical of 
his imprecise terminology and the confusion over what constitutes reflection-in-action; she notes the need for sorne attention to the 
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time frame of reflection. 
Moon's lengthy discussion results in what she caUs an input-output model ofreflection: results 1 rationales 
Inputs to reflection Qutcom~$ofJpurpOSéS for reflection 
~~ reflection ~~ 
Theories, constructed learning/material for further reflection; 
knowledge or feelings action or other representation of learning; 
critical review; 
reflection on the process of learning; 
the building oftheory; 
self-development; 
decisions/resolutions of uncertainty; 
empowerment and emancipation; 
other outcomes that are unexpected -
e.g. images or ideas that might be solutions; 
?? emotion 
There is also the capacity to 'be reflective', which seems to be an orientation to 
the activities oflife rather than a mental process as such. 
Table 4: Moon's input-outcome model ofreflection (1999, p.100) 
Moon's discussion culminates in a view ofreflection within learning. She draws a map oflearning to show that reflection is part of process 
the learning process, where it has three roles: "reflection in initiallearning, reflection in the process ofrepresentation, and 
reflection in the upgrading oflearning" (p.161). These roles can be linked to the purposes or outcomes in Moon's input-outcome 
model of reflection. 
McLaughlin, T. (1999). Beyond the reflective teacher. Educational Philosophy and Theory, 31(1),9-25. 
}.1cL~l.lghlin (1999) notes the lack of clear understandingofthe concept of reflecti?n and argu~s that we must 1liovebeY~n4:this 
c4n,qeptthathasb~come somewhat ofash)gan. The , tPP:'?èPt: lacks completeness as a \vay Qf:a~ountjng for teacher education;,we 
rieed;'!r:~'richer Recount" ofteaching (p. 9). The very vagueness of the concept has allowed it to become widespread, as it 
enco~ages many differil.lg approaches to be lumped togetherunde~its ulllbreUa. McLaughlin cites thi"ee(;~ç~gor~es?f questions process 
thàtar~~efrom the vaguenessoftheconcept:questions relating tOjhel1;ature,scope~d ?bject ()freflècp:(Jp;questio~ ~out its rationale 
valtie'~~processin itself and as a process leadingto action; questioll§about the deY;~~Qprhent of reflectionwithmpromwmes of 
teache{cducation; 
------
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In trying to answer the first set of questions about the nature, scope and object of reflection, McLaughlin suggests two 
continua along which we might see the concept of reflection. One relates to the nature of reflection as it moves between explicit 
andsystematic views to implicit and intuitive views. He places Dewey at the explicit/systernatic end of this continuum, and Schon 
at the implicit/intuitive end. 
McLa;ughlin's second continullln relates to the scope and objects ofreflection. At one end are specific and proximate 
matters; at the other end are gèneral and contextual matters. The specific/proximate end ofthis continuum relates to a teacher's 
immediate classroom concems; the general/contextual end relates to broader concems of education which may be philosophical, 
psychological, social and political in nature. 
He notes that Schôn sees the need for reflection which goes beyond the specific to the more general. McLaughlin too notes that 
reflection must go beyond the idea of immediate practice, but that novice teachers may be stuck for a time in a more specific 
mode. He sees the two continua as linked and points to the wide range ofviews ofreflection which they suggest. 
McLaughlin~lso discus~7s the value ofreflection and suggests that reflection is not enough to ensure good teaching.The 
qû~litY :of refiec~îod'~nJi$tbèex:àp1;med, including the nature, scope and objects of reflection. He is ~once:med: that reflêction'be 
seen:not justas a process; if it is, it becomes more difficult to determine its quality and adequacy for improv~g teaching. 
McLa~ghlin' s m,a:hlP9int beCOlnes :the idea of moVing :beyon&refl7~iion:to ~xamining "the 'brOlider mor1ti,:.Ùl:tel~e<;~a~and 
petson~fq~ti~~,~Mâlîties ofmÎlÏd and disP9sitions of character,a:ll{.fpersdnhood -:-that should charaeterise'thetéâther" (p.21). 
Reflection should not be regarded as separate from these. He retums to an acknowledgement of Aristotle' 5 idea of phronesis, or 
practical wisdom, as important, and also recognizes Dewey's notions about the attitudes required for reflection. 
Conway, Paul F. (2001). Anticipatory reflection while learning to teach: from a temporally truncated to a temporally 
distributed model of reflection in teacher education. Teaching and Teacher Education, 17, 89-106. 
Conway begins his article by reviewing the idea of retrospective reflection, the looking back that is favoured in most approaches to 
reflection. Drawing on St. Augustine's ideas about time, Conway argues for the inclusion ofreflectÏon on the future, as the present 
contains both past and future. He would like more focus to be placed on "generative imagination" rather than solely on "analytical 
remembering": "what gets neglected is an important dimension of prospective teachers' experience and cognition as they learn to 
teach: i.e. imagination" (p.l 02). He notes that out of such a future focussed approach might come hope and the creation of a sense 
of professional self, particularly for pre-service teachers. 
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Fendler, L. (2003). Teacher reflection in a hall of mirrors: Historical influences and political reverberations. Educational 
Researcher, 32(3), 16-25. 
Fendler (2003) is critical in her article about the historicity and political aspects ofreflection when she notes that reflection is a 
complex and little understood concept. In her review of sorne critiques of reflection she notes problems as follows: the lack of 
Emergent themes 
advancementin teachers' roles as a result of increased emphasis on reflection, the reinforcement of existing beliefs as opposed to 1 rationales/results 
the challenging of assumptions, the over emphasis ontechnicalaspects ofteachingru;d thei~oring,~fs~cialjustice ~ssues. She 
sets out to add to the discussion on reflection by histQriqi~ngthe·termandllye:xaprÎt!.ingirtbt()ughf'Q~caultjang~neal()gy:al1d't~e 
s,<>ciology of s.clcntific knQwl,edge. Her pretnise ,is, that reflection is widely accepted because it finds support in various areas, 
which may, according to Fendler, includecons~r:VÎliiv~;;:radi~*l;fê,ilÙn~st~dpe:WëyanthiUkihg. In her words, "the purpose ofthis 1 epistemologies 
article is to highlight the diverse array of influences that have coalesced within the terrn reflection, and then to analyze how those 
incongruous influences reverberate through current research and practices" (p.l7). 
In her discussion of the historicity of reflection, she traces the thinking behind approaches to reflection through Descartes 
and Dewey and Scholl, noting the Carte sian emphasis on self-awareness as an aspect ofreflection in contrast to Dewey's view that 
reflection "was meant to replace appetites and impulses with scientifically rational choices" (p.18). She notes furtherrnore that 
Schôn's view ofreflection as revealing the artistry ofpractice contrasts with Dewey's more scientific approach. The three strands 
ofthought, from Descartes, Dewey and Schon, inforrn presenrday ideas about reflection, but for Fendler a fourth strand, that of 1 epistemologies 
cultural feminism, is also influential. 
In her discussion of the political reverberations ofreflection, Fendler frrst makes the point that hierarchical levels ofreflection are 
inappropriate. She argues that "straightforward description of a class is not less reflective than the perspective from one step back, 
or a description that is grounded in theory" (p.20). She further argues against the, contrast set up between tcchnical reflection and 1 rationales 
more politically or socially motivated reflection about teaching. One is not necessarily opposite to the other. Those who pursue 
technical reflection rnay do so because of social reconstructionist beliefs that the improving of technical aspects of teaching can 
achieve political or social goals. A further aspect ofhercritiqueof!hediscus~i~nofreflection in the literature is the notion of 
power associated with the concept of reflection;the ~eparatiQn (jftherefl~ctivè. self fromsociety' snQtions ofwhatretlection is is 1 context 
jmpossible. "The practice of reflection itself is a product of specific historical power relations" (p.21). Her later comment about the 
problems connected with our current understanding of reflection is revealing: 
It is ironic that the rhetoric about reflective practitioners focuses on empowering teachers, but the requirements of 
learning to be reflective are based on the assumptions that teachers are incapable of reflection without direction from 
expert authorities. (p.23) 
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